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I NTRODUCT I ON . 

The F^rst-Grade^ Reading Groyp 5tudy is hn experimental examination of 

teaching behaviors and their effects in first-grade reading groups. The specific 

0? • - , 

teaching behaviors of interest are those defined by an instructi^ona I model for 
small group instruction (summarized in i-he appendix). The model consists of 
several principles which- previous research and experience had suggested* as 
being associated with learning* gains in chi I dren, "especia 1 1 y work done in the 

s 

Early. Childhood program of 'the South-west Educational Development Laboratory'" ( 1 973) 
and the'Texes Teacher Effectiveness Project (Brophy and Evertson, Note I). 

The principles in the instructional model were presented to a group of 
first-grade teachers who were asked to implement them in their teaching. A 
comparabte group ot teachers who did not see the prrnciples were asked to teajch 
as they normally dm. Both groups are beiag-obserJed, and information about 
their teaching is recorded with the use of the -coding system described^here!! 
When observations are completed, the data will be^corre lated with the learning 
.gains of the children to determine if the hypothesized relationships of teacher 
_b€thav!brs to chi ld learning are .observed^ - - _ . _ 

The cod I ng systen)/-bsed to .col lecf this dat? was designed specifically for 
this study, although' several categories were_adapted from fhe'Brophy-Good Dyadic 
Interaction Cod ipg System (Brpphy and/Sbod/ 1970).^ The coding system for the . 
present study is a criterion-referenced measure, in that it f^icojses on particular 
behaviors- of importance in this stu"ay. It is^not intended as a system appro- 
priate ^^or every classroom study, although parts of it* are applicable for general 



use jn the early grades* Its^primary purpose is the collection of «data to . 

test a specific set of hypothesps, thos^ derived from the instructional model. 

This coding system is to be used only in reading groups and only to^ 

measure public encounters between the teacher and individual members of the 
i> • * ... 

.class. There are two kinds of forms used, a high-inference anc^ a low- inference 
coding sheet (see append ix).c On the higri(--infereqce are checkl ists and 

rating scales describing various events which do not Involve* interactions 

/ 

betwee^ a teacher and a single child within the context of the reading group. 
The low- inference sheet is used to describe each step in an. 'interact! on between 
the teacher and an inclividual child within the context^of the reading group. 
This involves both academic^ i nteractions and behavioral' interactions. 

The first pag? is considered to be "high-infjerei^cV because most of the 
measures require an overall .evaluatjon of 'events sy^h as transitions, ex 
planations, and overviews, while the " low-i nferer)[ce" coding sheet involves 
checking categories to describe ej^ry s^ep take^n in an interaction, without 
imposing judgment .as- 5to appropriateness 'or ef fectiveness. The latter is more 
descript iv.e than judgmerrtaU aFf</-'Inferential / 

One andvPnIy one high- inference sheet is to be complel^ for each group 

observed. There i^ no limit to the-number of low^lnfer^ce sheets used, 

^ince these represent ongoing interactions which 'w^l vary in number and length, 
A new low-inference coding sheet should be started for each new jgroup and for 
each change of context within a group. Both sheets may be used simultaneously, 
^once a given low-inference sheet is started. for a group', « ^ 

The identification information at *the top of the forms should be completed 



for , each page. This includes the names or code numbers of the teacher, school, 

reading group,-date, start time and stop time of^ observation, coder's initials, 

and the number of children in the group. In Addition, the low-inference sheet 

must contain the group order (such as "first seen out of three groups*') and 

( 

the academic context of the lesson (these categories are described- in a later 

section) . * . ^ 

throughout ^the coding manual, in order avoid confusion of pronouns, 
"she"' will refer to'the teacher, "h^'Uto the student, and "she/he" to the 

coder. , , . ' 

Note: "Ta facilitate understanding, it is recomm^ded that readers 
first review the instructional Inodel and study the coding sheets in the a 
Appendix.^ Because the coding system is designed to measure teacher , 
fmplementation of the instructional model given in the Appendix, the*^^ 
rationales underlying each aspect of>he codi^ng will be more apparent' 
i^f readers are familiar with tf^e model. 
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. ' PART 'i : 

Using the High-inference Coding Sheet 

Information is recorded on this sheet about the following: 
I 

1. Attention-getting during transitions and in the reading ^ 
group ' ^ ^ 

2. The use of an overview to precede th§ lesson 

0 

' 5. ,^reaking up the group for academi*c j^easons 

4» Ihe use of a student as a model 

5. Appropr fatene^s of seating 

6. Demonstrations^ and explanations 

7. Presentations of new wor|s ' 

8. Choral responses 3nd group call outs 

9. Undesirable questions 
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Time measures 



/ 



The total tl/ne elapsed during coding is kept by noting the start timg and 
' Stop time on the high inference ^heetV ^ The start time is the beginning of 
any transition to readinjg grj^up^ and the stop time is taken when the group 
Is dismissed. (The stop time for -the high-inference sheet will be the same 
as'that on the last page' of low-inference coding, but the start times will 
always be different, since some coding is done with the high-inference sheet 
before the low-inference sheet becomes applicable.) - 



Other time measures taken on this coding sheet are described in the 



section^on attention-getting under the heading "Time elapsed before, beg i nni ng/// 

/ 

of group lesson." 



I : Attention-getting during Transitions,, and in the Reading Group 
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6 • ; . ' 

In this section, the coder indicates^whether or not and how effectively 

the teacher used an attention-getting mechanism in either or both of two 

situations: the transitional period preceding a reading group and the 

> 

beginning-of a lesson once the reading grbup' has assembled. 

• ■ " * 

An attention-getting mechanism is defined ^as a signal delivered to an 

entire group(tb the whole class for transitions to reading group or altern'^te 

efctivities, and to the reading ^roup for in-group attention-getting^. The 

signal is given to incilcate that it is time to change activities (for transitidns) 

or to pay attention in order for the reading lesson to begin (in-^'group 

activities). The signal does not deal with academic or social content, but 

is purely a procedural message. It may be verbal or non-verbal. 

The transitional period is th'at time when the children are to move to 
» * 

the reading group from another activity or to begin an alternate activity 
— wbl I e -the^ teacher works with a reading group. It involves the entire class, 
although every individual may not move during eveVy-'trans ition. When an 
attention-getter is used during this period, its meaning is to signal theu 
children to move/to the' next activity for the next block of^Afine. Examples 
of attention-getters ^or transitions are,^^*MJn^ the -Green group", and 

"Tigers, come read now whwie the LioQS hrave Center time and everyone else 

• * *- 
does seatwork." The use of such signals implies that the children know 

what to do when given such a cue. 

" The in-group signal focuses on a reading group that has just assembled. • 

'An attention-getting mechanism in this setting is a signal given at the 

beginning of the lesson (before teaching has actually started) indicatTng that 
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it is time to listen anti pay attention. Examples are ^'May 1' have your attention 
now?" and "Ready, Tigers?*' ^ , . ' " 

The coder shoufd indicate in each section '(transitions and^ i n-group) 
whether or not a signal has'occurred by checking either "yesV or "no". 
Otheo items in this section further describe the attention-getter and its 
effectiveness, 

• * 
[Mscribinq The Attention-Getter : * • . * . 

• ' • } ' , , 

If the use of a general attentiort-getter is coded by checking ^es_ in either 
or both of the s ituat ions, then one or more of th'e i>ems .Msted below'the yes^ 
Should be checked by numbering their order of occurrence, if two things 
occur together (bejj followed immediately by verba-l signal), list both .as 
"I", Indicating that they occurred sipiu ItaneousI y or without any space in . 
between for the childrerv to respond. If two things occur with intervals 
between for 'ch i 1 dren '« response, J i st as "I" a^"2". If a signal is given, . 
then repeated later after the children have begun to respond (to remind them), . 
.'then write "1,2" by the item. The idea is to keep track of the sequence of ^ - 
events,- but t<j' consider s igna I s'-that were' presented together intime-as 

one occurreTice. . ^ ^ . ' 

The types of general attention-getters that may be used are the. same 
for both transitions and in-group/attention getting, and the list of 
alternatives repeated for each: , ^ 

1. Bell: This include^ any type of non-verbal sound, such as a Dell, 
whistle, knock, clapped .hands, etc. ^ 

2. Lights : This is checked if. the teacher uses the room ligh-ring in 

some way to get the children's attention. " , 
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3. -* Verba I announcement (verhal ) > This is checked i'f the teacher says 

anything to 'the, entire group to the effect that they are to pay attention 

and either move or get ready for the* lesson. The phrase spoken by the 

teacher should be noted in the blank if this item .is checked. The 

content of such a verbalization is procedural, not academic or social, 
>. * ' • } ' ' * < ^ 

such as "TiTne-for ..." or ystart putting away your games and go to 
your next center." This may occur with or without one of the other . 
types Qf^ sisals, such as bells or clapping. 

4. Jndividual contacts foll^owing attention-getter (individ ). This 
jtem cannot be checked, without another item in the same section also 
being checked. ^^-^ indicates that after a general announcement or 
signa 1^, ^the teacher routinely contacted individuals or groups of 
individiiaHs in the room to carry out the transition or get everyone^'s 
attention. This is routi ne > meaning that she does not contact 
individuals In order to correct them, but does this as part of a systemati 

r 

e/fort to /see that the appropriate actions are carried out. For examp e, 
the teacher might *say to the entire aroop, "It's time to start reading 
group^eti vi ties now. Start cleahjng up Vhat you are doin^ and I wri l t 
come check you." She then- makes a round of the room, seeing every ^ 
child and then giving further di rections as to where th^t child is to 
go^^ In other words, the teacher* does not just make^he announcement 
;and.Qxpect the children to knoW where to goor does not expect them to 
go w?thc;ut>5^Tne further instructions from her»^* These are not dorrecrive 
contacts del I vered only to those Individua.ls'not behaving approprf ately. 



' "They are routine and de I i vered-a,s a matter of course to everyone or 
# 

.almost everyone, following a general announcement. 
5. Other attention-ge+tiiig mechanisms ( other ). ^Th is item is checked 
^ and the' behavior described in the blank for any other type of attention 
getting mechanism d i rected at^ the entj^re group in,,quesfion which does . 
not fit in any ^ther categories ^crjbed above. * - 

If there is not any ^ use of a general attention-getter, this is" recorded 

r 

by checking no in either or both of the two situations (transition and in- 
group). In addition, one of the following alternatives should be checked 
to indicate how the teacher did deal with transitions. to reading group 
activitfes'or gettijig attention once the Children were in the group. The 
alternative Ways of hand I ing "this when no general attention-getter has been 
used are ^ifferent for transitions and in-group attention-getting,. 

Transitions : When no general attention-getter has been given, the 
alternatives for transition periods are: - =^ ' 

I, Individual routine ( indiv- routine ). -The teacher^ rout inel\ (in a 
non-corrective fashion :^ contacts each student or gr&^ of students to 
tell them that it is time to ihange activities. ^ She does not precede 
this, with any general announctement. (If she did, the behavior.wdul d be 
codebyas ^Yes, with individ-routine after signal checked.) 
■ ^-^^r'ouP motion -( group ). This is applicable only for reading g'roups 
. occurring afteV the first group is dismissed. In this case, the 
. breaking up of one group serves as the only signal ^that a transition 
Is about to take place.' The ch i I dren' respond to this signal by changing 
^ groups automatically. The teacher does not expect to make ^'ndiv^ duaJ " 
contacts except as a corrective meas^ure^when some children do not follow 



through on the signal. 

3, Other non-general announcement ( other ) , This category 'includes 
any other way in which the teacher signals the class that a transition 
Ms to take ^ I aee /without making general signal to the entire group, 

• The behavior should be described in the space provided^. 

In-group attention getting . .^When no general att^ent ion-getter has been 
^gj^yen^ the alternative ways to gain attention within the group before begin- 
ning the lesson are: • V , ' . # 

L Indivi^dual routine ( ind-routine ). The teacher speaks to each child 
routinely befop§ starting the lesson, but never makes a 'Statement to 
the entire group'that the lesson is abput to begin. These individual 
contacts may be social in nature or academic-as well as procedural 

9 

(such as checking each child to see that materials an© ready, asking 
about sometW-fvg personal, or checking on completion of assignments 
at a learning <cente> before coming to group). These types of statements, 
however,, do not have , anything to do with the reading lesson per se . 
Jhey are the teacher's way of ^Jetting eachjjj^ndividual chi id know that 
-she is about to begin. 

2. Undividual corrective (ind correct ). This is checked when the 

X 

I 

teach'er makes no statement* to the whole group that the lesson is about 
I • . 

* to bejgin, but si^riply starts to teach. The only signals for attention 
are d,erivered to individuals who are not attending, and therefore the 



s jgna 

ch i Id 
•sti I I 

this 



I'Ss^re corrective \j) tiature, rather than r6utine, since not every 
is contacted. If the teacher does not have to correct anyone, but 
does' not make a statement to the effect bf 'Met's begin now 
tem is checked. * ^, ' 
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3. Other non-general announcement in group ( other )' > This category 

includes any other method used in\the reading group to get attention 

* * . 

that does not involve an announcement to the entire group or either of , 

the two options listed above. The behavior should be described in 

the space provided. ' > 

Total Number of Signals ' 

it 

The number of times a teacher utilizes a sigilWl for transition or atten- 
t ion-getting should be entered as the tota T number located on the coding 
sheet below the list of attention-getters. This is a count of the total 
number of signals addressed to the entire group in question, not 
individual contacts. The number entered* here represents both a series' 
of several signals and also repetiti£>n of the sanjb^Ignal spaced in time. 
An example of a series is ringing a bell; waiting, shouting, ri»hging 
the beJ I again'and shouting again> with i aterva Is* in between each signal 
for the chfldren to act. (This represents a total number of five.) An 
example of repetition of ^ a signal over time is ringing a bell-three times 
with intervals between each. (The+o^a I ^numb^er here is three.)' To* 
be c<mted as separate attention-gett^s, these signals jnust be 
spaced in time. That, is, if two types of ^sign^fs occurred together 
and' were not repeated, they would be considered one signal. For example^ 

ringing the bell and then simultaneously say i rf^, ^ "Time for the.;:tigers" with 

• 

no other signals represents a total n4jmber of one, even though two 
types of signals have been used. 

When no attention-getters have been us^d, the total number is zero. 
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\ Time Elapsed Befbre Beginning Of Group Lesson 

\ ■ ■; .-■ ■ 

^ There are two t-ime measures^ taken during the transitional period, and 
one taken when the group has assembjed. These" three measures a,re recorded 
to the nearest hal^f-^minute. ^ ' ^ ^ 

During the Transition^ these intervals* are timed: 

\ 

1. Time to qroup « This is the time from the first indication the teacher 
gives that a\(^$ding group is to. begin unti I a! T of the chi Idren in 

^ the reading group are assembled* If the teacher uses a general attention 
getter, start ^timing as soon as she gives *the first signal' (for instance^ 
when she r i ngs a be 1 1 ) . If she ^contacts ch i I dren i nd i v i dua I ly i nstead 
of using a general signal, .start timing when the first child is contacted. 
Stpp timing when all the children in the reading qroup' a>re assembled, 
regardless of how chaotic the rest 6f the classroom is or where the 
"^^^^ teacher is. , 

2. Time to» teacher' ( Time to T. ). Thi^^ interval begins when time to group 
ends. It is th^ time beginning when all the children are assembled ^ » 

reading, group until the teacher arrives in the group. Start ' 
/ timing as soon* as the, Tast child reaches the group, and stop liming 
as sooh as the teacher arrives to stay. If the teacher arrives, before* 
or at the same time as the last chjid, the time noted is 0. If there \s_ 
.a gap between the time the last chiW arrive^ and the time the ±eacher 
arrives, enter the time in the blank marked Time to T, and then decide 
if that time gap was routine or beyond *fhe teacher's control. If the 



teacl^er is going around the classroom giving assignments to the children 

no^/in the grojup, correcting children who ar^ misbehaving, or doing 

^ i, '"^^ 
,v - 

* ' something el se ;routi ne, check routine . If she is late to the group 
^ - 'v|becausa a chilcj gets sidk, "she gets a message from the office, or 

something else bccurs over which she has no contio I , check beyond > V/hen 
the group and teacher have, assembled , the t^st pre-^1esson time is 
measured: ' . t , 

* 1 ! o 

3, Time to . le'sspn . ThisMtem measures the interval beginning with the 
teacher's arriyal in the group 'and ending when the lesson begins. The 

* beginning of th^^-lesson is defined as the first academic content 
delivered to the group as a whole. The interval measured Just before 
t|is point includes activities such as p^assing out t?ooks, making sure 

^hijdren have the right materials, and g.etting the chi Idren's attention. 
If the teacher starts teaching as soon as the last child arrives in the 
group, then'^the time to lesson is Q. The end of this time interval 
marks the beginning of the time recorded for^ response opportunities on 

.the low-inf er^ence sfieetl ' ^ 
This time-line summarizes the time variabiles noted on the high inference 
Sheet: 



Time to 


Time to 


Time to < ^ 


1 "qroup_ 1 


Teacher 
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signal group ^ ' - * 
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Number" of Individual CoTrective Contacts 

The items listed in each section as no, of i ndi vi d-correcti.ve are 

frequencies, of corrective individual contacts the teacher 

has with the, students. Such contacts are used to get the students to give 

directions, either to move to a reading group or an alternate activity 

during a. transition period or to^pay attention once In the readi ng^group so 

that the lesson might begin. As In the previous two i terns transitions and 

«. 

in-group attention-getting efforts should be considered separately. 

During transitions, count the number of di f ferent students Contacted 
(not total contacts) because they were not moving appropriately during the 

{ I 

transition. These contacts may be verbal or non-^^bal (such as a shove 
on a pointed finger) -and must be related to the desired transition. Any 
social, academic, or routine procedural contacts* occurring ^during fftis 
period should not be counted. Note only the behavioral contac'ts directed 
at the behavior specified by attenfion-getter whicK involves moving. 



students to the reading ghs^up or to alternate activities, ^-^hese correct 
contacts are only tallied her-e and are not recorded In the low- eren 
behavioral section, * 

i • / ♦ / s 

Once, the children' are in the group, count the number/of individual! 

children contacted because* tf)ey were not paying attention at the beqinnitlq . 

of the group befone the lesson had actually began, Th4se contacts must be 

non-routrne and may be made by the teacher at any^/lme after the chrildren 

have assembled in the reading group and prior to the |)eginning of the 

lesson* They may be verbal or non-verbal and must be related to getting 

the group under way. These corrective contacts ar^only tallied here and a 
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not recorded In the low-inference behavioral section. Later attention-getting 
contacts that occyr during the course of the lesson are recorded in the low^-In- 
ference behavioral section and are not tallied here. , * . 

Per Cent Children Attending, 

, «' / 

A f I ve-point.s^cale labeled % child attend inc; .appears for both the 

transitional actd the in-groOp situations. These, two scajes are completed 

'for^^ach readi'ng group observed. 

Each scale measures that percentage.of the total group involved (either 

^^ntire class or reading group) who reacted appropriately .to the teacher's 
initia ldemand for transition or attention within the group without requiring 
repetition of a sjjh^l or individual corrective contacts. These items are 



to' be completed regard I es^^ of the method used by the teacher to gai-n the 

r 

Students' attention. If the children were expected to respond to a general 
< attention-getter (bell, lights, etc.), then this item measures the percentage 
of childrenj^ did respond to the initial signal' appropriately. If the 
teacher made routine individual -contacts after which the children were 
exp.ected to respond as directed, then the scale measures the percentage 
of chriJdren who respondedy^without further instructions. If the teacher made 



no general signal or r|0utln^ ^^d^ visual contacts but still expected attent/on^ 
?^ each situ^ 



the appropriate sea 
in the grVip under 



then the scale also rrteasiires the percentage of children responding appropriately. 

ion (transition and in-group), choose the point on 

ji 

e that most accurately reflects the percentage of children^ 
onslderation (whole cJass for transitions ^nd read nq " 
group for, in^roup atjLenti6n-qetti ng) whc^ respond to directions as expected: 

attend 'as expected ilthout repetition of the signal 
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' 2. 25^ of the children attend without- rep^ti^^i on the signal • 
or corrective contacts 

of ' « ^ > 

3* of the children attend without repetition of the signal o.r 

corrective contacts 
4, 75^ o'f the children atfend without repetition of the signal pr 

' corrective contacts - ^ — 

5» 100% of the children attend without repetition of the signal or 

corrective contacts * 



2- The. Use of an Overview to Precede the Lesson 



OVERVIEW : ^ ^ ' • ^ ■ / 

content: 1. no instr. content 2. mech 3. specific content' 

motiv: _L nej _^2. none 3. nonspee; po& 4. specif. pos> ,,_5. both 

voice: 1 . 4ineg 2: bore ^ ^5/ rieut 4.* pos ^5. gu^h 

effect: 1. neg 2. bore' 3. rfeut , ^ 4 > (ios ^ 5.- excitement 

jf._ : J : • 



^4 



The teacher may or may not present a statement at the beginriing pi the 
lesson that serves as an dveVview, An" overview is defined- as any statement 
intthe future fense -which prepares the chi Idren'fofr what is to. come \x\ ,the 
lesson (such as, "Today we wilL,."). The overview is examined fbr its. - 
. ^ instructional content .(if it informs the chi I dren about "what they are 

going to|do) anti its motivational content (if 'it tells the children about 
- how they will like or^-value the content of the. lesson.) The set of items ' ' 
labeled content .refers to the instructional aspect just described and the 
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Items 'labeled motive are used -to describe the motivational aspect. The 
'-'f sets of itemsMabeled voice and effect further describe the overview when 
it occurs^ ' ^ 

The Instructional c ontent of an overview is def>-ihed as statements about rr 
the activities' in wh ich^ the ^ch i I dren -wi I! partici'pate "during the ies^n.' There' 
are three items which describe -the specificity of the Instructional content 
of the lesson. The'coder shou Id complete the item by '-checking the' appro- 
priate number, ^dne^ and .only one Item of these three must-be checked for each 
reading group observed : ^ . ' ' 

1. No instructional content -^ no instr content ). This is checked if 
there was an absence of an overview with ijistpuctional statements. 

2. Only mechanical Content ( mech ). This item is checked if fhe^Mfscher 



says something about the futuce events of tjfie lesson,' buVonly" 



mentions the mechanics involved, such as''"Today we wr I Tread the. 
next story." or "Today we will do exercises 3 and 4.". When this 
item is checked, it indicates th^t the teacher'did not say anything 
about the actual content to be learned. • ^ 

3. Specific content to be learned ( specific content ). This 'item is' 
checked when the teacher says something about the actual content 
to be^ learned, either in addition^ to or instead of something about the 
mechaoics involved. (If the teacher includes both 'mechanical content 
and specific content in her overview, only speoific content i^s checked.) 
Examples of such overviews are "Today we are going *tQ Tearn-what * 

. happened to the people in the stpry'." "Today we are going to review 
the vowel sounds." "Now we wilj learn some exceptions to the ruVfe we 



er|c ' 



studied yesterda^y." . . ' * , 

The motivational content of the overview is the extent to which the 
teacher presented ^a purpose for the lesson before beginning. This is* 
.defined as a statement by the teacher and is not to be implied from the tone 
.of the voice, facial expression, etc. One and only one of the following items 

must be checked for each g-roup observed. The item that most appropriately 

< ( 

describes the motl vatior\a I content In an ovej^view statement: 

l« Negative expectation (ne^. The t^feacher says that the task is 
unp>leasant,that the children will /not understand, that not manyi 
children are exp"ected to get it, that;, the task is a punishment for 
Y someth ing' else^, etc. The message of \he overview 'is that ffie 

^ task ahead is not desirable. /(Examples: "We have to learn this 

rule, and the sooner we get sf^p^etJ' the^ sooner we will be finished", 
^ ^ V "I ^o\(S you that if ve didnH get this ^tory read yesterday, we 
^ ^would have tb finish it today, so here we are, and we have "to read 

. '*i^.", and "We are goTng to review our vowel sounds today, but I 
don^^-r thin^k all-^of you wi^J I be able to sa^ them.") 

2. No purpose mentioned and n^ expectation of V^joymeci*' or boredom ^ 
mentioned ( none) ^ The teacher says noth ing \about the expected 
reaction to the lesson or the r eason for dol ag— i-tr'^here might b^ '^ 
an instructional overview giveo without any motivational statements 
made,^ such.\as JLTodqy we are going to learn a s^und that the -letter^, 
a^ makes. Open your books, etc." If 'no statemea^ts are made as to m 
reasons for the lesson or future advantage or disadvantage expected, 
then this item is checked. ' «V ' 

3. Non-specific positive ( non-spec pos ). In this ca^,5the teacher 
makes. a positive statement to t|)e effect that" the c'^ildren will 

. *. , enjoy the lesson, that it is fun, etc., without spec\fiyiDg 

why it w!) I I be fjun or why it is wprthwhi le. An examp'le is "Today 



we'wi f I 
iti" 



l,earn a new rule^ about ^A^^ and you wtll be so gr^d^ to know 



•4. ~Specifl^**'pbsiti ve '( .spec pbs) . In thi§ case, the tedcher mak^ a 
stalemeiit 'which exp I ai n^-^'S^'^ka-xhi I dren wtfy* they will enjoy orx^ ' 
value a lesson^s content. Examples are "Today we will Learn- some 
hew sounds for vowels, and then you wil I be able to write some * < 
new words .and read them." or "Today we will finish the story about 
the Mollis family and then you will know what happened to them 
after l|hey^. ." , ' ' 
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5.. ^Both nonspecific and specific positive statements ( both ). This 
Item I^s checked when bpth of the above^ two kinds of statements are 
presented. The teacher both' mentions that the children will enjoy, 
like, value, etc. a lesson, and also mentions specific reasons as 
to'Syhy the lesson is being taught, such as telling the children 
^What they will be able to do with it. An example "is "Today we wiM 
learn two new sounds f *£. You will i;^eally J ike what we will do, 
because after you learn those sounds,, you can play a new bingo game." 



The Item labeled voice describe the tone }of the teacher's voice in giving 
an overview. J-herefore, jt is completed whenever an overview statement, 
whether Instructional or motivat iona I in content, is given. When neither has 
been given, the coder should leave this item blank. V * 

The item is an evaluation of the expectations conveyed'by the teacher*_s voice 
regardless of .the content, and therefore should be scored as independently as 
possible from the above two items. The point which most closely corresponds to 
the attitudes conveyed by the voice should be checked. ' 

1. Negative expectations conveyed (negj. The teacher implies disgust, 
frustration, or anger in ariticipating |he lesson. 

2. Boredom and disinterest conveyed (bore). The teacher communicates 
dislnti^res^ in the l^s spiff but is not hostile or angry about having 
to teach it. ' \ 

3. Neutral attitude conveyed ( neut ) ♦ The teacher's voice does not 
express any expectation whatsoever, neither positivl nor negative, as 
to the outcome of the lesson. 

4. Positive expectations conveyed ( pos ). The teacher's voice Implies 
'interest and positive expectations concerning the outcome of the 

^ lesson. 

^5. Gushy enthusiasm conveyed ' (£ush) . The teacher's attitude is so en- 
thusiastic and eager that it appears, to be exaggerated e^nd "gushy^j" 
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The ifem "^labeled effect' measure the level of enthusiasm apparent in the 
children as a result of the teacher^s- overview. When neither an instructional 
npr motivational overview statement is made, this item should be left j^lank. 
,,The colder can judge the, chi Idren's motivational level by observing facial 
expressions, gestures, and verbalizations. This is a measure of the highest 
point on the scale reached -by at least half the'group, therefore only one 
categoj^ may.be checked: • 

" i 

1. Negative reactions (neg). At least half of the children indicate 
<that they would rather not do the lesson and do not expect to enjoy 
it. They'seem to anticipate a ,hard'time, apd are* dreading or fearfi/l 
of the experience. ^ ^ ' - 

2. Boredom and disinterest ( bore ). AtTeast ha1*f of the children appear 
bored and while they are-not looking forward to' the task, they are 
not fearing and dreading it either. " ^ 



3.' Neutral reaction ( neut ). At least half of the children do not' - 
- reveal how they tefel, either^positive"" or negative^ and apparently have 
no particular expectations. 



'4. Positive expectations exhibited ( pos ). At l^ast half, of the children 
show interest in the lesson and are attentive and somewhat excited, 
though not to the extreme*. Ch'ildren here might smile, laugh, 
look at a display or picture with interest, etc. 

5. E^^ccitement expressed by chi^ldren ( excite ). At least half of the 
•cnildren are very excited and eager, to the point of waving their 
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^ hands, rushjng for books^'or materials, rocking in their chairs, etc, 
J. Breakinci Up The Group For Academic Reas'ons 



J , done 

2, needed, not done^ 

3, not needed, not done 



L high taupht, dismissed 

2, highs dismissed w/o teaching 

3, low "di smfssed 

4, other 



N £kpecte+Jonis communicated: ; 

•12 3 4 5- 
n«g ' no differential ' J >u 

" !cv; " exptjcta rions ' ■ 

These items reflect the poder's opinion as to whether or not the group 
should be broken up for academic reasolis, whether or not this was actually 
done, and, if so, how it was carried out. 

•The group should be broken up when there are large differences in rate, 
of learnUg the dt^jectives within the group. If there are one or mpre 
children who'ar^ learning rapidly and at, the same time there. ^re one or more 



children who are having difficulty, thfen^the group would probably function 
more efficiently and the "two groups of children would be^Better served by • 
breaking up the group for that part-icular lesson. The coder must make' a 
judgment as to whether the differences in learning rate ar# large enough to 
warrant th5s actfon:' The group is considered to be broken up when one or 
morfe childrep are-sent away because of differences in learni ng. speed or 
ability, and the rest remain in the ''group with the teacher. 

The first three items in this section are used, to describe whether' thrs 
occurred or should have occurred. One and only oneg^gf these^^nust be checked 



for each group observed. 
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^ \i The group was broken up (dorre). This, should be checked whe(i the 
* group Is divided for academic reasons in any way, incfutJing the! 
retention of only pne student foj; tutorial assistance. 

2. The group shouJd have been broken up but was not ( needed, not done). 
/ This item indicated that, In the-coder^s opinion, the academic- 

' j/ objectives could have been better met for that lesson by dividing 
/ the- group. This opirtion is based on large differences in inflividuaT 
learning rates that cfay, so that at least one member of the group^- 
was either very far ahepd of the rest pf the ^rpup or very far 
^ behind. I .... 

3. The group did not need- to be broken up and was not ( not needed, not 
done ). This« is checked whenever the group was not broken up for 

.academic..-iiea?ons -and did not need to be, in the coder ^s opinion, be- 

*\ - 

cause everyone ip the group was learning at a 'simj lar ^ate. 

I ^ * • * 

If done is checked. Then th^ other items in this section must be 

" ' ' ' " ^ NX * , 

considered. The first four items refer to the way in which the group was^ " 
broken up, and the fLve-point rating scale labeled expectations corrynunica^d 
t'S used to assess the 1-eacher^s attitude as conveyed to the children. 
How'The Group Was Broken : ^ ' ^ 



If done is checked, then th^ coder must indicate how the division occurred 



by chec'king one of the options listed below: 

*U '^Higher ac^hievlng students taught^ to the end before dismissing 

J hTgh taught ). This is checked if the teacher completed the objective 
with the higher -achieving children before dismissing them, or m^de 
* . sure that they had indeed learned the matenial before dlsmissirin theml 
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At least two chi I dren' remain in the group so that coding continues. 

2. Higher achieving students dismissed without being taught to the end 
'of the' lesson ( high dism )> .The teacher dismisses the higher* 

achieving students without checking them for, having learned the 
objective. Instead,, she focuses attention on the other students 
and dismisses the students who have learned more quickly because 
tljey simply were not needed in the group any longer, or because 
the teacher belie^^es that the* higher achieving students can learn 
the lesson on their own. The teacher sends these students away 

/ 

without completing the lesson obj.ective with them, although she 
goes further with the two or more chijdren remaining. 

3. Lower achieving students dismissed ( low dJ sm ) , The students having 
difficulty with the objective are' di smtssed and the higher achieving 
students remain for *f urther group instruction. (At Jeast^two 
chfldren are retained and coding continues.) / 

4. Other ways of breaking up the group for abi I ity* di fferences ,Xother_). 
This Xtem is checked for any other way in which the/ group may be 
broken up that is opt listed above. The reason should'be noted in 
the'blank. The most likely example, would be the ret§,ntion of a 

— single child for additional tutoring. (Such an Interaction js not 
coded, since the response opportunities are available to only one 



Chi Id.) 

Expectations Communicated Irr Breaking Up The Group: 

This "is a measure of the apprcJS^M'ateness of brjeakirjlg up of the group in 
term? of the teacher* s« comm£fhicatiDn"Of..dif^e|!fenti a expectations to the 



dismissal in terms of expectations communicated. 



The coder, must judge this from the teacher's language as well as 
from her tone, of voice and facial expressions. 

The codeV] should mark the pojnt on the scale which most appropriately 
describes the 

p , !• Negative expectations conveyed to lower achievers while higher 
achievers are praised in di rect comparison • The teacher 
conveys disgust or anger at the slower children, 

2, The teacher conveys differential expectations and is condescending 
but not hostile, to the lower achievers while supportive of the 
higher achievei^s, , . 

3. The teacher is not critical or condescending to the loWer achievers 
but |-ets the group know that differences in abiliti.es were the 
reason 'that, the group was broken "up. 

Tte^teacher -tri^ no^^ that ability differences 

were the reason, but still communicates in some way that she is 
pleased with the high achievers without communicating similar 
pleasure to the others. 

5, The teacher handles the situation without any fanfare and does not 

] 




communicate any differential expectations, 

4: The Use Of A Model 



MODEL: 



L group 



2. broken 



3, None 



FeedbacK: 

L acknow ledgemept 

2, few speci f Ics 

;3. moderate specifics 

4, frequent specifics - 

5. always speci'*fic feedback 

Expectations communicated: ' ^ 

12 3 4 5 



pra I se 
mode I 
crit. 
others 



I imits* comments 
about -di fferent 
abi I i t ies 
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These ,1 terns 'measure- when and how a child \s used as a model for other 
children. -The teacher is probab.ly using a model if she starts spending an 

' extended period of time getting answers from a .student who apparently has not 
been having trouble and who can give her correc't answers most of the time/ 
when sey^ral other children Jn the group are haying obvious problems with 
p)e material.' The apparent pgrpos^ is to have the model answer questions 

..correctly so that the other chifdren can see how this is done. The teacher 
may use two or three children^ but to be considered as a model, the number 
should represent a small portion of the group (approxirrfately one third or 
' less). * ' 

The coder should indicate if the model was used when a group was intact 
or after a group was divided. If the teacher used a model both when the 
group Was intact and when it was broken up becaiise of ability differences, 
then both items I and 2 can be checked. At least one of ^the .following three 

* ^tems must be checked for eech group obser>j/ed: 1 y 

i * ' 

The teacher uses a model with the group Jntact ( <] roup ) . The group 

bas not been broken up because of [ability d^ferences^ and the 

teacher uses the model with the ertti rei^group present. 

I • , * 

The teacher uses' a model- after fhe gro'up has been broken up because 

i 

of ability differences (brokenO. jln this case, the^group has been 

broken up and the children who ha|d achieved mor'e rapidly have been 

I 

sent away except for pne or two who rejnain in the group to serve 

' I 

a's model s.r , j ' ^ 

No'^use^of model ( none ) . There is I no apparent use of a model at any 
time. , ^ ' f ^ 

I a 
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V/hfen one or both of the first two items has been cHecked, the sets of 
Items labeled Feedback and expectations communicated must be completed. 
Feedback Used With Mode l , * ' * • 

This Item measures the teacher's use of specific feedback when using 

. 1 

a* mode I. Whenever a model is. used, one of /hjiese options must be checked. 

The teacher's feedback may range from simple acknowledgement of correctness 

through frequent use of speci fic 'process feedback re'garding what is correct 

about an answer and the process used to arrive at the answer. 

Th'is rating scale measures the amount of speci f ic process feedback given 

to a m6<Jel when he is answering questions in front of the group. The coder 

should mack the option Which most appropriately describes the teacher's 

feedback ti^ the model. , » , * 

I The teacher does not give any feedback beyond acknowledgement 

• ( acknow I edqement ) . She says "right" or gives non-specific praise ("good") 

but never elaborates on what specif ical l^y is right about the model's 

answers. . * , 

2.> The teacher gives little specific feedback as to process and* 

' reasoning ( few specifics ). The teacher may occasionally comment on 

a proiWss involved, but the majority of hi^ comments , on the model's 

i 

\ answers are non-specific, and very .few mention any process or reasoning. 



3. T^e teacher gives a moderate amount of specific feedback (moderate 
sp^ci f Tcs ). * The teacher makes specific process comments on some of 

. • the model's answers, but 'only about half of her feedback i*s specific. 

4» The teacher makes frequent use of specific feedback ( frequent specifics ). 
Most of the teacher's comments are specific as to process but there 



are sti M several instances of non-speci f ic acknow ledgem^nt* 
r 

5. The teacher always gives specific prpcess feedback to the model 

( always specific feedback ) ♦ All or practically all of the teacher^s 
comments on the model's answers are specific and process in nature. 

Expectations Communicated With Use Of Model 

Thi.s Item describes differential expectations fhat may be communicated 
to the model (s) and other children by the praise and criticism meted out 
by the teacher during ^he model's answers. A rating of the expectations ^ 
communicated must be made whenever a model is used. 

The degree to which a teacher magnifies differences between the model (s) 
and the rest of the group, praising the moclel and criticizing the others. 
Should be noted^on this five point scale. ^The scale points are as follows: 

1. The teacher praises the model and in an invidious manner, makes 
^^overt comparisons between the model's ability to master the objective 

and the inability of the others to dc( likewise. 

2. The tea.cher praises the mpdej 's^'a^l ity ^nd, although she Implies 
that the other students should do as wel r^-her remarks are not 
obviously disparaging. ^ b 

3. ^The teacher praises the model extensively but does not make any 
— disparaging ^comments about the- others. 

4. The teacher's use ^of praise of the model is limited but she does i 
display pleasure, in that person''s ability apart from the answers 
given. 

5. The teacher limits her use of ^aise for the model and contains 
almost all of her comments to the answers. She makes no comparisons 
in' student ability. , • _j 



32 



28 



/ 5: Appropriateness' Of Seating 



SEATING: Teacher- 



2,3 4 5 QBynd 



r I naop Aqp 

QN/a T. Child- T 2 ■ 3 4, 5 Qgynd 



n/a Ch. 



Appropriate seating is determined by consi*dering the relative placement 
of the teacher and children. Th^ children should be subject to minimal 
visual distraction from the rest of the class and the teacher should be in^ ^ 
a position to monitor not only the reading group but also the rest of the 
class that is otherwise unsupervised, -^e most likely example of such an 
arrangement is for,the group to be placed in a corner with the children 
facing the walls and the teacher with her back to the corner. If the group 
is arranged in this way, or in a' comparable configuration, then the number , 
5 would be circled on the seating scales for both the teacher and the 
children. Even with an appropriate arrangement, however, the coder must 

• ^ 

check to be^sure that the "teacher^s view is unobstructed by books^ie I ves, etc; 

\ 

If the teacher's view is obstructe^and she"hannot see an area of the classroon 

\ ^ ' . . 

where othe^ children are working ai^supervised, then the teacher^s position 
does not fit the criteria of co'nip I ete\apprppr lateness. 

Deviations from appropriate seating are defined in terms of percentage 
of the. class 'not monitored (for the teacher) or the percentage of the group* 
subject to visual distraction (for the chi\dren.) For the teacher »s scale, 
a score of "'f'^ indicates that the teacher c^uld not monjtor^any of the other 
children in the class, while "3" itidicates thy she' could see 50% of the 
children while "5", of course, represents monm-oring of 100? of the class, 
which is appropriate seating. For the ch i I dren^^ sc^ le, ^a score of 
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indicates tha1j 100^ of the children in the grout^. could see other^ gh i I dren 

u 

^ in the classroom or equally distracting stimuli, ^^3" indicates that 5055 of the 
children couldlbe distracted in this way, while "5" represents none of the 
children subject to visual distraction whe^, seated as the^ tea^lier directed. 
Possible seatir\^ arrange'ments may be/ limited by the cj ass room "size or 
shape, so that a teacher may be, urfab le to have appropriate seating. For 
example; in an L-shape"cf room, the onhy pl^ce for a group to -sit rpig-ht be in 
the area, that is partially shut off from the rest of .l-he class by walls, 
No matter how the teacher .p' laces the children and herself, there will be 
no way that the teacher can adequately monitor both th6 group and the r^st 
of the class at the^ sam€^time. Tl^erefore, after judging an .arrangement a^ 
inappropriate to some degree (less than 5 for either the teactr^r'or the 
children) the coder should consider how easily the teacher could correct 
the problems to fit these criteria withoxjt making major changes in the ro<«m, 
such as knocking down walls, Jf the teacher cannot correct the situation 
* simply by rearranging the children wTthin the space given, thefi'the 
situation is considered to'be inappropriate due to JJactors beyond the teacher^s 
controL In this case, the space next to the Bynd should also be checked. 

There re also situations which make these Ifemi Inapplicable for 
either teacher or child: 

I • If a group is conducted in a room by itself *^^nd there are no 

other children for the teacher to monitor ^ then n/a T (not applicable 
for teacher) should be checked and no rating of the appropriateness • 
' "of the teacher^ s seating should be made, , N/a T ,. should also be 

checked when the teacher of rhe reading group is not responsible for 
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the rest of the children because another adult is with them in 
I' ■" ' — • 

another part ot the room. If only some of ^he children arre. 

V ^ • ' 

being supervised by another adult, then the coder should only 

/ be concerned with t^e teacher^ s abi lity to monitor those that 

are unsupervised e^nd the appropriateness of her position as 

it enables her to do so,'^ ' ^ ' . • - 

2. If there are no other children in the classroom at the time of the 
■ ' ■ ■ ■ ■ , ■ ■ ■ - I , j 

group ^ the n/a Ch (not applicable for children) should be checked 

f 

and no rating of the appropriateness of the children's seating 
should be made. If the out-ofrgroup children are in the same^ 
room as the group but are supervis*ed t)y another adult, the / 
group can still be distracted by out-of-group activities, In^ 
this situation, n/a T, should be checked, but the seajfeiag^* 
arrangement for the children shouTd be rated on the five point 
scale. When n/a Ch is checked, no appropriateness rating of 
-student seating is made, , * 

6 . Demonstrations and Explanations 

For each new activity undertaken by the reading group, the coder mustj 
make a decision as to whether^ or not a demonstration/explanation was 
needed and/or occurred. 

: _ Che<?ks for feedoack: • , 



( 



occurred' 



, I . question 



\^2. needed/ngt occur . _ 4. 

'3. not, needed/not occur \ - ' 

4- repetition of demo ' - ' Z' ^twrts les 

5. none (wo) , 



Suffic* I p • ! Chi Idren's Comprebension: 



^^2^b. av. 'V 



4 a av ^ ' 2. M 

^""^ - ^ ' ^ 5. "100^ 

r.*- « " 6. Can't rate 



A demonstration or explanation has .occurred when *the teacher specifically 
tells the children how to go about doing an activity in which they must 
apply knowledge by going through some procedure, such as completing a work- 
book exercise that involves picking words that begin with a certain sound. An 
explanation of this procedure would include the steps of looking at pictures 
of. words/thinking about the beginning sounds, and thdn underlining them nf 
they are appropriate. An explanation is purely verbal; a demonstration would, 
use some prop', such as the workbook or flannel boar^ , <with the teacher actual I 
going through the. procedure step by step. The coder,. *however> is not asked' 
to make this dl^tijictlon on the coding s^heet. Hereafter, "demonstration" will 
apply to both kinds of instructions. * ' * ' , ^ 

If a demoQ^strat ion does' occur, the coder must indical^ that it occurred, 
then make a rating as to the sufficiency; feedback, and child comprehension 
of the demonstration, li a demonstration does not, occur for an activity, then 
the coder must rate whether or not a demonstratjon was needed, whether or not 
the teacher checked for feedback, and how well the chilciren comprehended^ 
the task without further instructions. 'If a demonstration does not occur, 
the coder should not make a mark in the area marked "sufficiency". " 

There is room. on the^codl ng 'sheet .for five demonstrations or repetitions 
of demonstrations. As the^first activity begins, thercoder makes a mark in 
one of the first four rows in the'column headed B'5'*^the number "I". *The 
coder then precedes down that same column to mark the suffiqiency; feedback 
and child comprehension for that act i vity. 

The description of the second activity's demonstration . i s completed in, 
the column headed "2" and so on. 



.32 

The f irst^fpur items indicate whether a demonstration ^as needed and /or 
occurred,' For^-^ach activity for which a demonstration could t>e given, the 
coder should check one of these f6ur alternatives: 

L Occur red > ^ A demonstration occurred regardless of whether or not 

the coder felt it was necessary. > 
2. Nee ded /No t Occur. A demonstration was needed but did 'not occur. 
In the coder's opinion,' the children needed instructions but did 
not receive them. 

"3. Not needed /Not Occur. A demonstration was not needed and did not 



occur. The chi I'dren 
need to have it expla 



were fami I iar with the activity and did not 
lined to them. ^ ' 

4. Repetition of demo . This indicates a subsequent demonstration 
following an unsuccessful denpnstration. 
* To determine whether ^^^^"^ ^ demonstration was necessary, th^ coder 
.should consider the nature of the ,aci^ivi ty (whether it asks the children 
to do a task for-wMlch the procedure must be explained, such as a workbook 
or*fe|tboard activity as opposed to reading jn the reader^ or answering 
questions in the group asked by the teacher about contenTV word "r^ecogni t ion, 
etc.). The coder must also consider the class's previous experience or 
apparent previous experTence with the task. That is,* if the coder feels 
that the group has obviously done an exercise enough\to know the directions, 
then the teacher does not need to explain the procedure each time the' 
children do the activity. This is a subjective judgment, since the coder 
will not actual ly know what has taken place iif the days she/he was not codi 
It can be determined bV. the teacher's statements or the children's apparent 
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readiness to do the activity. However, even if there is an indication that 
the task is not>new, if the chi Idren seem to be confused about how to do 
something, and appear to need instructions on a procedure, then tlf>9^ coder 
may decide that demanstratidiof instructions is necessary for that group that 
day. When'^in doubt, the coder should assume that a demonstration is not 



needed. 



It may h_appen that a teacher demonstrates or explains an activity and 
^ for some reason the children do not understand and require another demonstra- 
tion . This may or may not be a reflection on the sufficiency of the ' • 
demonstration. A teacher may complete such a demonstration, then chec.k the 
children for*feedback or attempt to start the lesson and find that some' 
of the children understand. If- she then repeats the demonstration, the. 
coder should rate the original demoostratl.<^n, then begin a neW -column by 
checking Repeti-hion of demo and proceed to- rate the second demonstration for 
the same activity. The sarje procedure is used if a teacher begins an 
activity assuming the children understand how to do it, but discovers 
in the course of the activijty that the children da not understand the 
insrf* ructions, so she backs |up and explains. In this case, the coder should 

•-haue one column headed by iNeeded, f^ot Occur with a description of. the 

^ 1 ' ^ ' 

feedback and initial ch i Id icompreheri's ion, and a second 'Col umn headed by 

Repetition of Demo , fol lowe;d by a description of ^the sufficiency, feedback, 

and child comprehension of the demonstration. The Repetition of Demo column 

» ^J " ' ' ' ' 

is us'ed^whenevef ^ activity which ^has already been coded in the "Demonstration/ 

, > * , 

' Exp I anat ion" .section is re~exp^lained by the teacher. 



38 



Rating The Sufficiency of a Demonstration 



The second type of infocmation coded for a demonstration J s it^s 
sufficiency... Considering- t^e clarity an<i- organization of a demonstration, 
i^hq coder should rat6 it at one of the five points indicated between 
poor and excel lent * d 

'Criteria for a clear and organized demonstration are as follows: ' 

1. The teacher uses specific words so that all relevant labels %re 
presented. ^ ^ ''''^\^ 

2. The teacher 'Speaks in a slow, distinct manner. 

3. Certain aspeo^fs of the task are' emphasized that are more 
important or difficult and therefore need special attention. 

4. All relevant steps are included and are mentioned in the order 
. in which they should occur. 

An- excellent demonstratiorf meets all of the criteria listed above* A 
poor demonstration meets none or almost none of them. 

' ^ Chec'kinq For Feedback To A Demonstration y 

I 

These items indicate whether or not 'and if so, 'in what manner, th( 
teacher checked the children for understanding of instructions after 
an^explanation was given.' It is also used to describe how she found 
oiit if the children understood what to do when she did not give an 
exlphanajjon. The coder should indicate which type(s) of checks for^ 
feedback occurred: • ; . • 

K Question . The teacher asks if the children understand or if 
they have any questions. It is up to the children to respond'. 
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Otherwise there ts no clari f icatioo.- This-'pategory is checked 
'when the teacher makes a statement sujch as,- "Do^^ you all remember 
how to mark the right answers rn your workbooks?" or "Do you 
und*stand?" It is up to the children to N^ormulate questions 

/ 

about what ^hey do not understand. >^ 
2. Repeat , The teacher asks « child or children to repeat the 

directions back 'to her, or asks the chi Idren-some question(s) 
. . about the instructions. ,v 

5. [Jemonstr. The-teacher has a child or chl ldcwv-%T5 the task or 

, . 

part of .the task while she is watching. This may or m'i not 
also involve Verba I izat ion of the instructions, but if the child 
• is asked to d£'^he task, it is checkedJhere rather than in the 
first two categories.' 
4. Sta rts les . The teacher starts the lesson without* i ntent ibna I ly 
asking the children fdrNeedback, i)ut since she keeps the chi Idren 



in the^group and goes through thev lesson with them, she |nevitably 
gets feedback as to whether or not they understand the i nstri^ctions 
* 5^ .None (wb) . This item is, checked if the teacher has not done ' ^ 
^anything to check for the children's understanding. This * 
usually occurs when, immediately a^ter a lesson is explained, 
- the chi Idrer^ are sent away from the group to do the 'lesson with 
no checks for f%edback at that time.. 
It is possible for combinations of the« flrsf four to occur for one 
demonstration, but a check for None (wbO l excludes consideration of the 
other four items. , ^ 
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Children's Comprehension >0f Instructions 

These items measure the children's comprehension of the i^nstructions ' 

whether or not a demonstration was given. This is a subjective Judgment . 

by the- coder based 'upon their performance on the task if the coder sees 

this. If the children are assigned seatwork activities, the coder may 

ji6t see their performance and therefore may not be able to rate their 

oomprehension. In this case, check Can't rale in the comprehensi6n 

column* ' Can't rate will often be checked in conjunction with Non\ In the 

feedback column, indicating that the children were not in contact with the* 

teacher when tkey worked on the lesson and so neither the coder, nor the 

teacher^at that time can estimate how well the children understood the 

. ^ • K . 

instructions. 

If the coder does observe the children working, she/he must decide 
-if any inadequate performance ^ri s due to a lack of a skill or a misunder- 
s+andiag instructions. If ,the child cannot perform a task even after 
having had the *di rection^ cjari f ied, then the ^ p rob I em ''may more likely 
be due to a lack of skill and the demonstration should not be penalized. - 
However, if the instructions are made clearer, and the chi fd's performance 
improves, then the instructions were probab Lyjiiot cjear enough^ to beg in, with 
and the children's comprehension of instructions should not receive a 
hi^h rating. 

The scale points are: » ' . i 

I. None (0^) or almost" none of the children understood 'the instruc- 
tions for the task * 
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2. 
3. 
4. 



25? of the chlldir^n understood thp instructions for the.j*ask 
50? of the chi-fgren underst6c^\the instructions for the task' 



75? of the children understoo^t^'e instructions for the task 
100? of the children understood'' th^"' instructions for the task 
CanH rate. The children were sent out of the ^roup to work so 
•their understanding of the j nstruct ions is not ap^atfiiU^-^krlTfe 
. coder, v » * 

,7jl Presentation Of New Words 



These items- record several a^'spects of the ways new words or letters 
can be presented to the readjng group. New words or letters are defined 
as relatively new symbol^s which the chi Idren will be asked to use i n some 
way in the lesson ' to fol low . 

Five sets of checkl ists. must be considered in coding the presentation 

v' 

of a new symbol. Within each of the first three checklists, one option 
must be checked for each new word. Each checklist is i ndependent pf the 
others, and any combination of ci rcljmstances is possible. 



NEW WORDS: 



2 ' 3 . '4' 5 "6 1 8 9 10 



1 . 


beg i n 




dur i ng 


2. 


g i ve 




chijd 


3. 


phonic 




context 




both 




neither 


1 . 


chbra 1 




i ndiv 


2. 


all 




some 
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I; When ttfe )vord is presented: at the beginning of the lesson 
(begin ) or durjng the reading turn v^hen encountered (during)'* 
If the teacher says the word or has a child say it before tbe 
actrvFty of the lesson actually starts (such as r^eading a story), 
then before should be checked, If the teacher does' not see that. 
' the word is said before the lesson starts but instead waits until 
the child comes across* it, then du r i nq is checked. The teacher ^ 
may point out that a new word is present before the lesson, but 
unless the word is actually pronounced and read^ before the 

reading of the story, then it is scored 'as during , 

^ 2, Who first says the worxi: the teacher gives it (give ) or the 

child has to figure i/jz^^^ fchi Id ), If the teacher gives a ^^^x^ 
new wo jid^o the^chi/dr^n without attempting to have them figure 




3, 



cA^a, 'If the teacher tries, to have the 



it out, then qi ve- 4j 

children sound out^the hew word oi" otherwise .figure it oirf> 
either with or without clues from the teacher, then chi Id is" 
checked; Even if the teacher eventually has to give a new 
'.word to the -chi I dren, if she trie^d beforehand to have them . 

figure It out, then chi I d is checked, 

* / * 

How the word is presented: with phonics clues ( phonic) , context 

clues ( contxt ), both in corpi-nation ( both ), or neither ( neither ). 

Clues may be given when Jjne teacher gives a word and explains 

' * • " • 

how to recognize it,. calls on a 'child and tells Kim the clue, 

* ^ .r- ' 

or calls on a child and directs him to figure out certain 
aspects of the word. Phonic clues ( phon ic ) focus ot>i someth i ng 
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about the word's sound ("Look at the f i rsf 'letter and say the 

SQund." "It rhymes .with boat ,") Context. c I ues ( contxt ) tell 

* - © ^' . 
something about the word's meaning, foeus on pictures, or figure 

* » . - 

out meaning from other words In the sentence. ("Look at the 

ft ' - 

pidture and th ink, what word' makes sense tiere./'^ "Read the rest 

• ^ . « ' / * * 

of the Words and think what words might gp here."). The 
' category lof both'is used for clues which mention both phonics 
and context. (For example, "Look at the beginning and'ending 
sounds, and then think what word with those sounds makes sense 
there.") The* category of Neither is ctieoked if the teacher has 
5lven the/word without any exp lanat ion" or has asked a child to 
read it without giving him any clues. "Nothing is ever ment ionecj 
about word attack skifls which could bgs applied, (for , 
-example, j'This new word is right .") T+)is would also be the 
case it' a child coulfi read a new word without cTues and the 
^^^cher affirmed his answer without any explanatory feedback, 
r^the teacher has the chi Idren repeat a rfevi word after it has been 
presented, then the coder should proceed down the column to complete 
items I ^nd 2 below the dark'line, which have to do with the manner in 
which the-Word was repeated. If the.teach*er does not'bave the children 
repeat ^ n^'word, items *l and i below should be left blank. 

, I. vphoraH (Choral) vs.* individual ( indi vi^ ) repetition. If the 
— ' / teacher has the children repeat the ward in groups of twp or 
more ch i Idren," then chora l should be qhecked. If the teacher, 
has i*ndi vidua Is say the word, check ind i,v . If the teacher^ 
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'mixes these^ methods for the same word, check the method jjsed 
with the most children. 
2.^ -All of the chi I dren repeated the word ( all ) vs. some of the 
' 'children repeated the word ( some ). If the teacher asks'each 
child in the group to say the word, whether individual ly or 
in a group, then a I I -should be checked. If only some of the 
.children are asked to repeat^the word, then some should be 
'checked. For each word, only one of these options can be 
" checked* 



8: Choral Responses -and Group Cal louts 

These two items are used to tally responses made by more than one 
individual at a time and are ^therefore, not coded on the 1 oviM^rfer^ce 
sheet. 

Choral Responses . This item measures the frequency of choral , 

responses requested by the teacher. Whenever the teacher asks twd'^or more 

^ . . * / 

..children* to respond in unison, it should be ta/l I led -here. This category 

includes repetitions C^OK Class, repeat after Ue. . .") and other 'group 

recitations C"AI I together now, what are the vowets?") ^ ^ 



CHORAL: 

GP. GALL OUTS: 




group -Cal I Outs . This item is a tally of all the times two or more 
children o^"*" answer that is accepted by the teacher. Jf one child 
of' the group who called out receives individual recognition, it is codetj 
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on th^e low'Inference stieet'as an individual cal I out . If, on the other*' 
hand, a teacher addresses a question to the group wWch an individual 
child could answer, but instead several children call out the answer, 
then it is countecJ ^s a group call out. The distinguishing factor 
between choi^l responses and group call outs is that choral responses 
are asked for by the teacher and "orchestrated", often by preceding 
.her questions with statements such as "Cl^ss-;" or "All toget+ier-". 
Group call outs; on the other hand, are potentia l individual response 
opportunities that fail to be so because several children call out the ^ 
answer. 

9: Undesirable Questions 



QUESTIONS:. 






1. Rhetorical 






2. Answers Own "** 






3. Series 




♦ 


4. Other 






(Note ) 





These items are frefquencies of various types of undesirable 

,4 ' 

questions. A question is undesirable if it confuses the. children because 
it calls for unreasonable answeif^s or gi;/es the children ambiguous clues 
about their responsibilities to respond. 

The frequency of occurrence of each type of question should be 
* kept by making hash marks in the space for each type of question. 

I. Rhetorica l questiof<s are questions asked for effect only, with 
the answer bej ng* apparent" from the question. (An example is; 

o I 
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"Isn^t it a beautiful day outside?" when it obvious ly\is. ) 
However, an easy question with an apparent . answer is not^ 
necessari ly^ rhetorical f sind^ the teacher may be asking a 
legitimate academjc question with a guarantee of success. A 
rhetorical question is more of a conversation* *'fi I ler" and does 
not call for any kind of skH I or reasoning beyond realizing 
the te'acher's intent and agreeing with her tone of voice. 
Answers own questions , Th-i s category is checked if the teacher 
asks a question and then answers it herself. This may <x:cur 
when a teacher answers her own question without giving the 
students an opportunity to do so, br^when she , addresses a 
question to thaclasS'in general and gets no response, so she 
s'imply gives tl^e answer. In either case, the children sit 
pass?ively. If a teacher calls on a particular child to answer, 
then this is coded as a private response opportunity and not 
recorded here, even if ultimately tVie teacher has to provide the 
answer. The discriminating factor in marking Answers own is « 
th^t "^lone of the children are in &ny way involved in answering 
the qijestion. 

A series of questions occurs when the teacher asks two or more 
different questions in a row without waiting for an answer. 
The questions may all, have the same answer, but their phrasing, 
is such that they could be considered separate questio/is to 
someone who did not know that answer. 

Other . This qategcry should be checked and the' question 
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described if, in the coder^s opinion, the teacher has asked a 
question whose phrasing makes it undesirable, as defi^fl^d above, 
that cannot be coded in any of the above three categories. 
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Part II' 

^ ■ * • . . Usinq the Lowr I nference Codlnp Sheet ° . 

On this sheet is recorded more specific ififormation about teacher-ch i l.d 
Interactions, There are two types of situations appropriate for codina: 
oublic response, opportunities and behavioral contacts. Nothinq is coded for 

0 

social, procedural, or- private Interactions of any kind. (A private Interaction 
is one involvlna a sinple child and the teacher away from other childrer|>so 
that no one is Questioned or listened to but the one child at that, time. This 
is dist i npui shed from a public situation in which, althounh the teacher may 
deal with one child at a time, other children are I isteni nq'and could harticioate 
at any time. ) 

Time measures 

Codinc) on this sheet begins when the^ teacher star;^s the reading lesson. 
This corresponds to the. end of the 'time interval described as Time to lesson 
on the high- inference sheet. At this point, the cod^ should enter the bepinnino 
time of the lesson ( start time -^ on the first Dape of low-i nj^erence codina. This 
Is necessary in order to compute total time used for coding on the low-inference 
sheet. When the group is dismissed, the time should be noted as stop time "on) 



tho last sheet of coding. Within a set of coding sheets, vacious Intervals of 
time mav^be noted by using the start and stop times for each* page of coding to 



determine amounts of time used for each lesson context. (S.q^.^ lesson cont exts befow.) 

• _ ' yt^ 

If the teacher leaves the group at 'any time during the lesson, the time 
should be measured to t^e nearest half-minute and entered under Teacher out at 
the top of. the low-inf erj^nce coding sheet being used at that^^time. If the 
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reason for leaving the qroup is beyond the teacher's control (a child nets sick, 
the/ohone rings, a messenger comes), rather than being a routine mattdr (disc-iplin 
Other children, netting naterials, check! nq ,5eatwork) , ;then check Rvnd for that 

* * . ' • * 

Lesson Contexts » - 

^ , ^ 

, .J 

For each cod inq sheet, one of the five lesson contexts should be checked^ 

c 

Whenever the lesson activity shifts to a new context, a new cod inq sheet should 
be started, but different activities within tWfe same contexts may be continued 
on the same sheet (althouah noted as different activities for the nemonstratiog 
ratinas on the h iqh- i nf erence sheet if appMcable*)" The start and stop time 
for each context should also- be noted at the ton of the codino^ sheet.. 

r. Non-workbook, s low-paced ^response ooportunl tie^ ( Slow. f!o V!^) . The 
predominant activity js teacher^ufest ioni no and chi Id^'^nsweri nor and the oace is 
slow* The children dp no^ have Ivofkho^ks or worksheet^ on which they do exer- 
cises, and a child's only.ooportunitv t6 respond is to teacher ouestions. The 

' , ^ * c ^ « . 

children are not readina st6rr<g5.''f rom*a reader,. a1.thouoh 'oth«r readino activities 
can be "Involved, 3uch as readinq words on cards or vocabulary Msts.) This is 
considered the most conservative cateaory, and is ther^'fore to be checked when 
the codei\ is unsure of "frte context or can not decide between this and another 
c'ateciory. ^ # * • ^ 

2-. ,V/orkbook or worksheet activ-ities (W3^)., This activity Is evidenced by 
every child having some mater i.a Is to work with. These may be workbooks, mimeo • 
sheets, blackboards, binqo cards,- etc. The dlstinquishino feature of fhi^s activi 
ty^ is that each child has something in front of him on which to make responses , 

I 

» 
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regardless of whether the teacher is also askino for public resoonse oppor- 
tunities. Therefore, even if a child never is coded for an interacti^on still 
has probably performed some activity durinn the lesson. This i$ in contrast to 
the first situation described above, in which an absence of lines coded for»a 
child would "indicate that the student never had a chance to apolv a skill and 
receive oersonal feedback. In this conte>|[t, also, there may be manv nrlvate work 
contacts wh ich will not be cod^jj-s^s reso<6nse opportunities because thev were 
not questions asked fof'^'l^^^^ho le qroup to hear. Tbis context is checked when the 
teacher is present inn an assionment in a work book or worksheet to ^e done after 
the aroup. The time for the explanation is recorded for this context whether or 
not any response opportunities occurred, since the settino does not necessarily 
exclude response opportunities. ' 

3. Drills (D ri II ). This activity consists of a series of fast-paced questions 
an'd answers without the use of a workbook or worksheet. The distinquishinn 
feature of this activity which sets it aoart from the first cateqory (Slow, no 
Wjp is its Pace. This is obviously fast, with the teacher noinq rapidiv from 
ch i Id' to ch i Id. Usually, there is little feedback hevort<Lacknowledoement . 
Fxamoles of such activi^ties are word recognition drifesJ^s. This, is to be. distinouished 
from a sequence of word recoonition questions at a slow pace when the teacher is 
nivinn each child a few ^conds to "think" and frenuently offerinq clues and 
proc(^ss feed-back. If the coder cannot decide if the Dace )s rapid enounh to 
place it into the Ori I I catenory it should be cons i dered ^as ^an examplf^of Slow , 
no WB instead. That is, items classified here are unquestionably fast-paced. 

■ / . 
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4, (^ew reading in texts ( New read i nq ) > This catefciorv is checked when thp 
children are examining a new sfory for the fir^ tir^e. This is a storv, not 
just single word identification exercises or display-hoard work. The children 
.are asked to read the stoh/, usually silently, and thev may he asked to read aloud^ 
or to answer comprehension questions. Questions 'occurri no after the story or, 
before it but related to it are considered part of this activity and so are 
coded in thfe same context as any read inn. If the lesson shifts to ano+her activi- 
ty such as a workbook activity even though related to.the storv, then the coder 
should qo |o a new paqe, note the new context, and continue codino. 

5.'. Rereadinq in texts (1©C5L^i^'il£^ • ^^'^ activity involves the childron 

• ^ . 

readinq .a story which they obviously have read before. Their experience with the 

/ 

story can be determined usually by what the teacher says. If it cannot be 

/ ' • 

determined that the children have seen the story before, then the activity should 

be considered New readinq^ as discussed above. Aaair^, anv questions related to 

— — 

the story are coded in the same context as the readinq, but if the lesson , 
switches to a- qua I itati vely different activity, then a new oane should be started, 

R esponse Opportunities . * * ! 

A response opportunity is a teacher- initiated, public, academic demand made 
on a sinqle child in the readi-no qroup .sett i nq after the lesson has started. This 
'Dart of the cod i no system is therefore used only to record information about 
teacher-Jnitiated academic interactions with individual children. If does not ' , 
include any chi I d- initiated work -contacts, exceot for call -outs and volunteerino 
in response to a teacher Question, nor does it include social, orocedupal, orivate 
work-related or out-of-oroup contacts. " 



.1 
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RESPONSE OPPORTUNITIES 



SnLECTIOK 



Inlti&l i SubR 



P N V C 
R V 0 A 
E 0 L L 



C E 
0 R 
n R 
T 0 

R 



Read 



T R W W 

U N I S 4 d d 

R D ! P C R A 

N i H E T 

C CT 



Kon-rcad 




P C P C I 

E K R 0 N 

R 0 0 M T 

S I D P R 

C P 



C I D N 

0 N K R 

R C 
R 



E P 

M R 

P c 

H S 



PCS 
R R P 
A I E 
I T C 
S. 



Tom 
G A C 



A 0 A 

L 
L 



E 
W 



R c ci 



P L I 

T U V] 

E E ; 



Each fine'of codinq'in this se'ction i^ust contain a ch'ild's number, thp 
tvoe of selection, the tvpe^of Question, and the rAqponse of the child. In 
addition, any teacher feedback bevbnd mere acknow I ednenont should noteo 
chockino-ths appropriate tvpes of feedback. 

Chi Id Numbe/r (rMO/O ^ 

Every child should have been assi<^ned a unioue nunber, and when an inter-, 

action InvolvJnn the child occurs, the number should be entered in t^e colonn 

*\) - ^ . • 

labeled CHD/?. If the child is a male, record it under f'a le ('^>, and if a 

female, under Fpmale (F). The rest of the codino of an Interaction involvino 

that child occurs on the same iTne as the nunber. '.'hon an interaction involves 

more than one line of codinp, the -child's number must ]^ repeated on every line. 

Types of Selection ' 

The catenories listed under the headino of ''.Selection'" describe hov; the 
child was chosen to answer a question. ^ distinction ^i s rnade between initial 
s elect J on , ( I nft ia I ) , the wav in which the child was first chosen to interact 
with the 4:^acher, and subs_eauent selection, (Tubs), the reason that the child 
continues, to have interactions with th^ teacher after the first of a series,^ 
Tvpes of initial selections are Preselect (^PD, ^rdered turns (nnnrp)^ Mnn- 
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v olunteer (NVOL), Vj>lunteer (VOL), and Cal I ou t (C:aLL). The tvoes of subsequent 
selections are Continu e (CONT) and C^rror Correction (CRRD^). 

I nitial 'Selection ' ' ' ' ^ 

The rTK>st important distinction to be made here is between selection based 
on order of seatino and rafidbm selection .based on/other cues* 'Whon the selection 
Is made accordinq to order of seatinq, the tpachfjr is coinn from one end of the 
qroup to the other, askinq oach child in turn the\ next nuestion, with onlv occasiona 

deviations from this order. The actual word<; usedl; in sele.ctinn the chiM nav 

1/ ^ 

>>e identical when such ^rderocj turns (ORPf:^) arg usQd and when one of tbp other 

^ 

four methods of selection are used. Tho^main difference iSNthat O rderr^d '"ur ns 

(^^RHER) follow a oattern based on soatinn, and the other tyoes of selection do not. 

Therefore, the coder must not onlv listen to what the teac»^er savs but also 

notice any aeneral pattern of selection. Until such a oatt'^rn is discernible, 

-nhe coder should use a* cgteqorv besides O^OFP. After codinq several linos as 

g; 

other categories and then realizino that thov fol lov" the seatino oattern^ thp 
selection tvpes can then be channed to OROER. 

Ordered Turns (ORnf:^). ^ This catenorv is chocke(1 when the teacher se!<^cts a 
child on the ba^is of his seatin*7 position because sh^ is usinn a pattern in 
her selection such as aoinq fron one side of the qroup to tho other. The teacher 
may or nay not nane a child before askino a nue^tion, but both the selected 
resoondent and the rest of frtve oroun could know who will ansv/er the nuostion * , 
l^efOre it is asked because the teacher i^'obvlouslv usinn somp kind of a nattern 
, based on the arouo^s seatino positron. However, for _^r dered turn 5 (ORor^R) to be - 
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appi Icable, that pattern must be- apparent to f^n childri^n in f^o orouo. There- 
*"fore, even Tf it is aoparent to the coder that tho teacher is selectlnq thf* chll- 
fl^ren in the sane order ana in and ana in, i f jyTt5^atfern is so conn lex that the 
chi*fdren do not recoanize it (as would be the case if tho teacher was aski.nn« 
every third child, for, example) then Ordered 'Turns (ORDE'') should not be checked,. 
,Jhe important po'rnt^p Vemember when codinc ORDE"^, therefore, is that the 
children are aware of the oattern and , know who wi I I be called on next, whethor 

that child *rs named before the ouestion is asked or not. 

{ 

Ordered turns (rRDE^) is. also checked when the children are read inoi ass inned 
parts in a story if Thev automatical Iv know ^^hq will read n^xt because the 
character's nanres or oictures' are listed. ) ^, - , 

^resej^ecl;^ (PRE). This c^teoory is checked^^ if the teachor nanes a particular 
child before askino a Question, and is anoarentJv not solc^tinn the child 
.Secause of his seatjnn oosition rn the nroup* , The Jnoortant Jhinq to rener^^er 
about c^inci a P rese lect (P^E) is that everyone in the nrouo knows yrho will have 
, to .answer before tne ouestion is asked • Another inoortant point is that before 
the respondent was narked, he did not know that he was qoinq to be called undrn. 

An . AOrde'ted Tur r^ (ORpER) is therefore t© be ^ d i s t i nqu 1 shed ^f rom Prese 1 oct (PPF) 
in that, when Orde red Turn s are bfeinc used, th^ children know before the child is 
nam^ed'^who will have to answer the next question, while in ^rejelegt , the children 
do not know who will answer the question uritiT.the teacher desionates .a child. 



Examplef T: Paul, 'what was the name' of the boy in the story? 



P: rseorae. (This would be code'd as P"r urjless it was oart 4t\^n ordered 
, oattern;) ■ 4 ^ >-^^4 
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ton volunteer (fJVOL), This category is checked whenever the teacher asks a 
question, then calls on a child who has not volunteered to answer and vho is not 
previously desianated to answer it because of his seatino position, ^'onvo I unteer 
(NVOL) may be checked whether or not other children in the qrouo have volunteered 
to answer the question. The inportant points to remember are' that the chi Id 
has not offered to ansv/er the question, the child i^ not expected to be readv^ 
to answer the question "because of hjs seatino^ pbsition, and the teacher nav^ no 
indication before askinc the question as to who would be choson to an-^wer, 

l^hen the coder is not sure whether to code ^re<^p I ec t i^Pf) or Nonvol un toer '^ 



1 

(MVOL), ^he/he should code ^'<^n vo l^unj^^^ (^'VOD 

]^ 1 ' * ? 

Examole: T: K'haf was the name of The ^^ov in the story? 



1^ 



' ^aul does nothion to indicate ho v/ants to ans'-;pr,' and he is not sittinn 
in a position that is to be called on next, * ' 

' * T: Paul, you answer that. * ^• 

Vol unteer (V^L). This cateoorv is checked whenever the teacher calls on a' 

child who has indicated by raislnn his hand that he wants to ansv/er a nu^stion., 

The teacher selects the child hpcau^e he has volunteer7ed and not because Is \ 

34tJiloa in a position to bo called 'upon next. TherefcJre, the imoortant ooint ' 

; • I . . ^ i 

to r<^member*in cod inn Vol unte er^ (V<lL) is that tho child caNed upon has indicated 
a^dfesire.tp answer the question, aqd this desire was influential in havina the i 
jfeac^jer* call uoon bin, reoardless df where he was sittino,, I 



Jf ur^^rtain abput whether to code Volu nteer or M onvol unteer , check ^'on- 

volunteer. . * ' . , 

' / 

Example: j/ What was the name of ^the ^ov in thr^ storv? 

i 

I 



!/aul- ra'ises his hand. ' \' m- ^ ^ \ 



All riaht, Paul, you. answer that. 



/ \ 
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Cal I Out (CALL).. This cateqory is chocked' whenever a 



--^nSv/ers 

/ 

question when he has not be'en designated by the teacher to answer thai; question 
(either b\ hi^s seatino position or by havinn been named bv the teacher) and 
his answer i^s accepted by the teacher. An irr.oortant point to remember wPmq^ 



coding Ca 1 1 Ogt (CALL) is that the teacher must respond to the content of the; 
child's answer. If she only corrects the child for h\% cal lino ojut behavior or 
ignores it completely but does not respond to the actual content of tho answer, 
then no entrv should be ^noted in the Respo nse ^'" oportuai tv section, but the event 
should be noted in the Behaviora I Contacts section o-f the codinq sheqt. If 
the teacher responds to ithe academic content of the answer but also conments 



on the callinq out behayior, then note the interaction ih both sections. (Refer 

I 

to the discussion of cafi outs' under "behavioral Tontacts.^) 

Ca I I ^ut (-CALlI cateqorv is used only to describe individual call outs 
in which the teacher responded to the individual' child who called oOt. If the 

] 

teacher asks a nuestion ,wh ich is answered by more than one child C3lirr>c; out at 

once, and the teacher then responds to tho content of that answer without aivinr 

I 

any individual fecdbackjor adknow lednement, then the interaction is not noted 

i J J * ' I ^ < ' 

here., instead, the evept should be noted under the head i no of i^rouo Ca I I '^uts 
on the h i gh^J nference cbdijiq sheet. ^ ^ 

VVhen unsure whefther to code Call out or Volunteer, check Volunteer. ^ 



Subsequent Selectipn s 

One of the five cajteqories described above Is checked every time a cnild beoins 
a codable academ^ic interaction with* the t^^^cher. If the .interaction requires more . 

' ' I • 

than one line of codinq, every line aft^r the first for that child should have". 
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.selection indicated by checkinn either Continue ^^(C<^MT) or f rror TO rroctidn 
(ERROR)-« A check in one of these two columns indicates that thelchr 



Id and tr^acher 

continue *to interact wi thoutTBLijiKi Interrupted for nore than a shori answer 'bv 

vT ' * • ^' / ^ 

another child's response ooportuinltY. Once another child does ii^tefact with the 



teacher and the teacher ^does not inrrediately return to the first.^<^ild to continue 
a question or reading turn, one of the initial selection catenories, must be 
checked aqain the next time the first child is iailod upon. . 

Continue (C<^MT). This cateaorv reoresonts a cent inu inn interaction with a • 
different decent} than that described i>n the orQC^dlnc line of codina. Tor examnle, 
tne teacher miqht have asked a Question which was ansv^'ered correctly^ and then^ 
asked another related hut different nuestion to the sane child. Another case 
ninht be the child not knov/inn the an'^iver to the orecodinn nuestion and f^e teacher 
oivino bin the answer and then askinq a' new <^up<^t!on. Thopofore, this cat*^- 
oorv may be chocked renardlesr. of how the child Derforned on the immediatelv 
previous demand. The imoortant criterion for cho.ckfnn Tontinue (rovjT) is th^t , 
the nevA nuestion represents a diffor^/it derand onN-he child. It does not r'enr^- 
s^nt. an effort to irrorove a prevJ.ous resoonse, o\/en thounh the. two aues*tions f^av 
be related in content. [ • * ^ , 

Crr or Correction (^ZP^OR) . This cateqory is .used to indicate an interaction 

which IS beinq continued for the purpose of imordvinn a previously un/satisf actorv 

response. Therefore the* demand on the child is ^dssentia II v the same as that of 

the previous line of codinn, even thbuqh the f<J>rrn of the ans\'er mav be chanqed 

/ ^ 

si inhtly to serve^as a clue to the desired answer, *as wh^n a ^'^ord ^econnition 

,(Wd^EC) nuestion is missed and the teacher nives a clue by askinq a Word Attack 

- ^ 1 . 
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(WdATT) question. Fven thouqh the form of the question has been chanoed, the 
purpose is still to net the child to answer the nrevlous V/ord Pecoonttion question 
The. fo I lowing. .dialoque presen'ts examoles of the different types of subseouent 
selection: , - ' ^ 



V 

V 



1 



\1ha\ i 
Bel I 
Hood 



is this word?' 

(INITIAL SELECTION OF SOME SORT) 
Paul. Oo vou know wflat' this word is too? 



Toll/. (CONTI.N'UE. coded* for this line.) 
And this ono? ' ^ ^ 

Horse, (CONTINUE) ^ , , , • ^ 

i 

No, it's house. Try one more. 
That's ajvt. (CONTINUD 

^lo, Paul. Lbok at the last sound. What does this letter say? 

d-d-d-d-d. M ERROR CORRECT t ON ^of miscal led word and ) 

So whaf is the word? • ' 

And. (SRROP COPRfCTION, since the teacher is sti f'l tryinn to qet an ' 
j ^rnnfoved response from a Droviously incorrect answer.) ^ 

^ Co ntinue (CONT) will always be checked when the previous line shows *lev/ 

' ' ■ ^ . '• " 

Ouostion {^lEW 0) ia the section for Sustain 1n<n Feedback . \f will al.so be checked 
when a reading turn is boinn coded, and an interaction has Just taken place and 
been| completed about an incorrect I y^'ca I led or unknown word and the child has j^e- 
tur^n;ed to reading the text. In this case, ' Jew ^Question (NEW Q) will I not have^been 
checked on the previous line. . 

' J: ' 

Er ror Correction (CpROR) wi I I -always and 6n ly be checked when one of the 
types of su^ta in in^, feedback has been checked on J"h(^ previous line, el 
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Repeat (RPT), Cljje (GLUE), or niyg by clue (f^lVE*), ^-sfer to thft section. for 
Feedback for a discussion of these cateqories* 

t • . ' 

Comments 

The cateqorv labeled h'OMM for 29?!!^^"*' checked whenever the teacher asks 
a child about another child's answer, in any wbv othpr than* askin^i him di recti v 



to suoply an ansv/er which the first child has not provided, \ A C omrrent (COmM) 

r ^ 

would be coded if the teacher asked tho child tor his' opinidn of the answer, 

whether he thouqht.it was right or wronr,^ whether* he can^ sdc^ to it (without im- 

^ A ' \ 

plying that 'the first answer w4s wronq^and th^ ch.i I d ,shou I d.^correct it) or 

simply to repeat it. Therefore a complete line of codinn for this situation 
would include the child^s number, the tvpe of selection, a check under Conf Tnont ■ 
(COMO, the type of question beinn asked to the child (not necessari^ly the same 
as the question \)e is boino asked about)^, and his ans'ver,^ a lonn with any feed- 
back, r^emember that if i^hc first child has answered incorrectly, and the, tnacher 
asf<s the second child for the .answer, it is not noted in tKe Tomment (^Ofi^o colunn 

s ^ ■ 

and is instead Considered an ^^skj>th_e£ (AO) type of feedback to the first cf.ild. 
See the discussion of a^k nther in tha section on -f eedback , 
Cxamojes: • '^obert, what do vou think of 'Richard's anwer?'' 

•i 

'"Sue, can you add anythinc to that?" ' - ' .v ; ^ 

• ) ' ' ^ ' 

"*Wchele, was that riqbt or wrono?'* - 

"Daniel, what did Kevin Just say?*' (This v/ould also bo notbdias an- 
. , r. mphasis (TMPH) Of\^ the previous line. r»ee the^discussion of. ^nphasis 

in thfe Feedback s^^ction,) 



-Read inn Turns ' ^ <\ ^ ^. \ 

Two columns labeled TURN.' and CNH are located on the cpdinq sheet before thp 

Question section. Like the Comment (COfD column, thsv arc used to indicate j-hat 

■- . — . \ ' ' ^ 
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t 

a particular kind of situation (a readinq turn) is bcin^ coded, and thereto^ 
serve as additional checks on a line for which all other pertinent catnnories 
are also checked. That is, TURTI and do not substitute for an>4 other cate- 
qories, but are coded in addition to then.^ 

A readinq turn is defined as an extended series of sinnle response ODOor- 
t unities in which a child is asked to reconnize and sav series of vordsjor 

.letters. The ox^st conmon format for V^\s is the ^^asal reader, when a chile is 

i ' 

5sked to read one or more lines in a^torv,^ but^tH^ situation also include^ 

read inn; from a letter list or word Hst^Mn a work^^ook. "bese ^denands are <|on- 

I ' ' ' 1 

sidered series of resoonse opoortuni t i ps because the child is beinr asV^d to 

answer several V/or_d "lecognition (V/dPrC) nuestions in a row. ^bis' is «to beVdfs- 

i 

tinauished from a demand to read a sinyie v/ord, then a new question to reap the 
next, then an additional request for the next, etc. r:allinr on a child for 
a readino turn conveys the exoectation that he will read more than one worH unti' 
.a specified limit or until he i"S stopped by the teacher. j 
In order to keep from codinq e»very word in a readinc turn as a sinql'-^j 
question, even though each word is essential ly a response onoortuni.ty , th^ two 

columns, TURN and uNP, are used to note when a turn is takinn niace, and (|>nly jnterac 

* ' . • ' ^ . ■ 1 ' ^ . 

tlons with the teacher involvino some sinnle v/ords (u'^uallv th6se ni<;sed|or not 

known) are recorded. This means that all words caljed correct I v hv a child in a 

Veadino turn and not commented on hv the teacher' are no.t represented as 4inn|^ 

1. 

lines of codin^i, they would be if thev wer^ presented as senarate nue^^i ions, one 
• * • 

. at a time. ' * * ^ i , . \ 
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When a child is called upon to read for a readinq turn, tho coder should 
note the child^s number and type of selection and then wait until an interaction . 
v/tth the teacher occurs or the turn ends with no mistakes and, therefore, no 
interactions involving sinole words. 

I f No Errors Occur Purinq A Turn 

If the turn ends with no errors hein^ nade, the coder should check l*!P to 
denote the End_ of Turn, and then rark V/ord Rec ognition (Wd^^C) as the tvoe of 
nuestion, and Correct (DORJ^) as the answer. Then the feedback b*^vond acknow ! ed'ie- 



- i 



ment '•^ivon ta the turn as a whole should bp noted on the sare line as t^o check 
! , , J 

for«^E*in, If the teachor ^^-avs nothing to the chi Id, and noes onto th^e next 
oerson to read, then 'lo Fee_dhack (*loF^) should checked. The onlv other cate- 
oories appt'icahle fcJr feedback to the ^n,d of Turn^ (Hl^) are the'^f^^rst five'aft^r® 
No Feedback; Errnha sis (F^'^f^), ^rocess (P^CS), ^Prai se "^(^fMS), Priticisr 
'Specificity CSP!IC), 'and ;ie'^ ^'^^^^JlL^P The rest of the feedback catenories 

are appTicabte only to interactions about sinole words, not to the turn as a whole, 

) • If Errors Occur "^urin^ A Tjjjrn - ^ , 

; If mistakes occur di/rinq th^ turn, the coder shoulq check TUP' i' to denote that 

* ' 'I 

i the interaction coded on that l ine occurred durino^ a ^e^i di nn Tur n, then c'-^eck 
V/ ord Recocni'fion (WdPE-) to indicate the tvoe of ouestion, then check either 

! • / , ; ■ ! - 

I ncorrect (IHC), '^onj^t '*>now (PK) or No ^^ esoonse (lil), deoehdinn on ho*-/ the error 
, ' occurred. (Pefer to the section on Ansv^ers for definitions of these situations.) 
• The rest of Vhe line should th^n descri'^e the teacher^s reaction to^ the mistake, 
'4 ft) the samp manner as the. categories would b^ used to. describe an interaction. 
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Involving a sinqle'word racoqnition question in a noh-+urn situation. !f 
the teacher uses one of the last three kinds of sustainino feedback (RPT , CLilF, GIVE) 
In an effort to improve the child's response and help hin f inure out the word^ then 
the next line of coding wi I I show the chi Id^s number. Error Correction (ERROR) for 
selection, TURM to indicate that the interaction is occurrinq duri.nq a turn, and 
the type of nuestion that is asked to the child to improve his resoonse. .(This 
v/i I 1 be another Wo rd- "".ec oon i tion question unless tho teacher asks for a different 
answer such as the beoinninq sound, tho first letter, etc. This ^j^uld he recor- 
ded as a Word Atta ck nuestion. Another channe from V/ord ^pconnition ninht occur 

^ <• ' 

if the teacher reohrases the question into a '^eadinn Choice (RciCffC) concerninn 

\ ^ ' ^ -r^ V- 

theivvord in quest.ion. ^Hher Question cateqories are ,also aonlicable* ^^e rest 
of this line then trecord-5 the child's answer f6 the second auesti'on and the 
teacher's feedback, .ho interaction may then, be continued for as manv lines 
as necessary until the child qets or is civen the word, JA^hen the interactjon 
concerninn that word is ended, the coder should drop^back to the next I ijne, note 
the[ Chi Id's number, check Continue'as the type of selection, and wait until the 
child either finishes the turn or anoth6h interaction about a sinqle word occurs^ 

I If another interaction about a sinqle word docs, occur, the coder would 
tr4at it in the same wav, V/hen the child finishes readinn and all interactions 

! ' ' : * ^ ' 

abdut sinnle words havry '^pon completed and cocfed, the coder shoujd star! a ^new 
lifte, note the child's number, check Conti nue (C'^'^'T)', and then check r^jH to 
deqote the Hnd^^ l!^'*"^ "^hon the question type is automatica I I v Vs'ord ?econnition 
and the Answer is Incorrect to indicate that the child* did not .roaH correctiv all 
the wav throuqh, (or possibly Vo '^.os pons^. if the chijri did.nothinn whpn ci=*ll'^d 
UD<|>n tfc^ read in which case the selection v/ould ba an Initial type), "^he rest of 

\ ^ " . i > ' i 

) . . . . 
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the line describes the feedback given by the teacher the turn as a whole , 
again using one of the first six categories of feedback or New Question (NEW Q) < 
if something beyond acknowledgement is gi^ven, but never using one of the last 

4 

seven categories (except for New Quest ion) . These are only usqd to describe 

1 

interactions abou-f single words or questions. 

• ■« . ' 

V 

y In summary, the coding of a readingXturn includes one or more lines of 

■ ' I ' ' V 

^coding with the child's number on eyery line., A type of initial selection is 
' ' noted on the first line and all other lines have either Continue or Error 

Correction checked for the type of selection. (This is true even if the turn 

I IS interrupted for another child's commeiif or answer, after which the first 

\ s ' ' ' \ > . / ' 

child resumes readingv The coding for the Second child wQuTd have an Initial 

I Selection and no check for TURN.) The last' [Ine of coding flpr a reading tur/i 

I ' wil I have a check under End of turn and the, rest of the 1 ine describes the turn 

] as ,a whole . Any other lines included in the coding of a reading turn will have 

• Checks under TURN categorf and wiN describe interactions' with the teacher about 

^^'^ single^ words. Therefore, TURN and JEND may not be checked on the same line. 

^ - If a child finishes reading and then ,is asked comprehension questions 

^ about his reading, TURN^and END are no longer^ used, since they are checked 

' onlV on lines that descri'be thfe actual act of reading. If a child finishes • 

reading and tben is asked questions about the story, and ^then , resumes reading 

' the next paragraph, then the line denoting thfe End of the Turn (END) should occur 

\ \ ^ ^ 

I at the very end of the last passage of reading. If comprehension questions inter- 
rupt the reading, then the coding sheet woul^e^ect a series of lines (assuming 
^interactions occurred in the first part of reading) with TURN checked, then lines 

vJ'ithout TURN checked and some Non-reading Question categories checked, and then 

\ ^ 

a resumption of TURNs being checked (again assuming interactions occur) and 
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finally an END line, reflecting the reading involved in the turn, not the , 
performance -on the comprehension questions. ^If the child read completely 
correctly, then was asked CoiT)prehension questions, then again, re^d correctly, 
the coding would appear as ,a series of Comprehension questions followed by a 
l^e marked END and a descpiption of feedback to the reading turn as a whole. 

Types of Questions ^ 

The nine categories for "questions" are divided into two majof classes:. 

Reading demands (labeled Read on the cod-ing sheet) and Non-reading Questions 

(labeled non-read .) . The categories under Read have to do with demands placed 

N^fT th4 child to read a word, letter, or'identifyA sound or component of a word. 
' \ • ^ , w 

The purpose behind such demands is ^o have the child focus on th^ process of 
readiag, of labeling arbi^trary symbols and/or their components. * 

Ndn-reading questions ( Non-read ) include any other demand that does not 
focus, on th^ act of reading for its own sake. This is likely to .include-demands 
that call on memory of labels or events other than that involved In word and 
letter identification. - > I 

A line of .coding must have one and only one check in ^ "question" category. 

? Read.ing Questions : ] I ' 



^Repetition (R^P). This category is checked whenever the teacher has the 
chil(^ ^-epea^ a word which h^ just been read to him. ^ It does not include 
requests for repetition that involve extended recitation of something such as 
a nursery rhyme. ^ It on|y includes^brief requests to repeat a word or shprt 
series of words for which a visual ^dennonstration is present and immediately 
after the teacher has said the word(s) so that the child can read them By 
repeating.* Since it ,is included ifi the categories listed under Read , it shouliJ 
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only be used when the child is repeating a word for the purpose of reading 
it (-i.e., lookl'hg at the wri'tten symbol and saying it, even though it has 
just Wen given to him.) 

Examples: "This word is tigers . Say tigers ." 

"That letter is an h_. Can you say IH?" 

"This letter makes the snake sound, s-s-s-s-s-s . 
Make that sound with me." / , . 

. ; Reading Cho.ice (RDdhC) . This, category is checked when the^chi Id is • 
^ presented with a discrete- set of four or fewer alternatives to be used in 
^ identifying a word, letter, or sound. The alternatives may be liste'd in the 
; question, or the question may be in the form of a "yes;;po" choice. Agajn, 
\ since the category falls under the. genera! heading of Read, it should only 
' be checked when the purpose behind the question is to 'get the child to 
' associate a label w ith "a. word,' letter, or sound and this is done by making 
' the question a choice. In order to be a true choice for the child, the 

•i alternatives should be made easijy apparent. A question such as,, "Find all 
' the objects in the room starting with the "r" sound" is not, therefore,. 9 
Reading Choice (RDCHC), quesfion. But "Which of these four pictures has 'a 

' name that starts with the "r" sound?" does clearly de.t.lnp the choip*to be 

' made by presenting the alternatives to the child all at it^e same time. 

!^ ,' Workbook 'quest ions that become response opportunities should usually be 
coded as Reading Choice (RDCHC) unless the coder can*be certain that another 

category applies. - \ , ^ 

] Examp I es : ""Is th i s word do^. or cat?" 

"Is this word Dog ?" 
■ "Is that a b, £, or d_?" 
' "Do you hear a"t" sound?" 
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"Clap if these two words sij-art with the same sound/* 
(The child has the choice "of clapping or not clapping,)^ 

Word Recognition (WdREC), This category is checked whenever a child is 

asked to look at. a written symbol, whether a letter" or 'a word, and attach 

a label to it as a whole. It does not involve sound identification, which 

is considered in the next" category. Word Attack ^(WdATT)% This category is 

^^oncernet;! only with whole-unit labeling, it can be used for siggle interactions 

^ in which a Chi Id is asked to identify only a single word or letter 'at a time 

before receiving feedback, or it can be used in conjunction with 'the Reading 

ttm/ and End of Turn (END) categories to describe any interact ioas which take 

place during a reading turn. - ^ ? 

Examples: "What is th^is word?" ^ ' • \ , ^ 

"What IS this letter?" ^ ' | 

"Read'the first four lines," ^ ( 

I 

Word Attack (WdAiT) . This category is checked whenever theiteachjer asks 

- ~~ ~ - • , I . 

a question , about reading which involves a), sounds of words and j letters 

' ^ ' ' ^ ' ^' ' { 

and/or, t^), the process of breaking a word or letter do.wn into it£ components. 

This Includes any kind of sub-unit analysis after the whole wOrd'or letter 

has been presented either visually or auditorally. This- inc I ud^ questions 

asked aiout phonics and sounds Jnvolved jn words or letters,, anci it also in- 

dudes questions about letter-by- letter analysis of a word once fthe word 

' * I ^ 

has been presented as a whole. The category also includes quesljiops about 

the process of word analyses. 

Examples: "What is the first sound you hear ip dog?" 

The child is attempting to' read the word tree , land the teacher 
says, "What are these^fir^t two letter;s?" i 

i r ' / ] 

, • "How did you' know that word was cat and not ^of?" 



"What are some sounds that this u can make?" 

■ \ 

^ "What's alike about cal^ and hat? " ' 



■/■ 
/ 

another word we could make?" 

/ 



"This word is hat . If we change this letter, what*^ 



/ Non-reading Questions : 

Pergonal Questions (PERS) , These questions are asked for .the purpose 
ilicitipg a child's own personal experience or opinion as it relates to 
the academic topic . When such^uestions are asked for non-academic reasons, 
such as socja I i 2ing,they are not coded. s 

There are\not any "correct" answers, per se , a I though Persop^l (PERS) 
questions may ^e evaluated for their appropriateness. Per^orfa^^ quest iorjs 
can be identifred by^' the i r open-ended nature \!n that thereJs no one right 
answer, a^d their personal nature, in that thfe answer depends on each 
individual child's experi-ence and/or feelings. The^child does not have to 
apply any other criteria than his own memory or perferences, and he does 
not have to supply just i float ion *or reasoning for his answers. 
Examples:, (wRen relevant to lesson topic): 

^ "Have you ever ridden^ on a train?" 
1 "Do. you have a pet?" 

. ' i.' " : , . ' 

- i "Would you I ike -to have a dog like Pug?" ^ , _ 

' Non-read Ing/Choice (CHOIC) . The form of Non-reading 'Choice (CHOIC) 
que^^^s Is Ihe sa^e as "that for Reading Choice (RdCHC) demands^ The only 

difference is^^hat the content' de'^l s with^ something besides the^actuat act 

\ > * 

of reading wofds or letters or hearing sounds. Again, ^fogr or- fewer alt.er- 
natives must be presented to the child specifically, suchps askiitg him to 
choose a'pict^jre fr'om a limited collection rather than asking him to look 
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at all the objects in the' room and find something. 

\ r ' ' '- . ■' ' ' < 

Examples: "Was the boy in the story happy or sad?" 

* ' ' ■ • "V'.ls that -a comma or a period?" . 



'"Is this 'a picture of a camel?" tbut "Is this a -picture 
of something that, begins with the "k" sound?" would be 
< Reading Choice (RdCHC)]. , ' • ^' j 



Product (PROD) . In this category are included quest i ons'=^hat. feg^^f^ - 
theiphild to' reproduce from memory 'some fatt, l.atigJi^^ un^^^fng fo 
which he has been exposed prev ious_]j^|^^^^^^©'^ of 1) recognition 
of words, .letters,. ani>sounds/::Snd'„2^^^^0^^^^ about comprehension of 
material that has just jmrged^^^^Pn'^the reading group setting) been 
read by the child or .which 'h^'e'.tiH&^just heard read. However,, questions about 
'Stories read on the previous, day or^ earl i errand being reviewed are coded 
in this category, » ' • * ^ . * 

Examples: "What is this picture?"* : 

" "What was the name of the story we rea'd yesterday?"' . 

"What Crs a shovel used ^.for?I'* (assuming they have not 
just read the^answer in the story,) 

\ "Tell >.6 sorpething about Christmas," 

"Fn our reading^yester(Jay, what did we find out about 
the 'fTKXin?"^" - - . ^ t 

"What do you have to do in^a fire drill?" 

"Make up a sentence with tlie word^ here ." 

Comprehension (COMP) . This category, is checked whenever the teacher . 

asks questions about a story whith the child. has just read or heard read • 

in the group. The expected answer must be something which the child. could 

knowTby having-heard. the story'', and therefore requines nothing beyond memory. 

the coder* is unsure about whether' the children have just read the story 
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,or if they al^e being reviewed from a previous lesson, the. quest ion^shou Id b^' 

.coded as Product rather than Comprehension , since Comprehension ts limited ' 

ohiy to ^^ctual questions which can be answered from a story which the 

child has just heard or read. ^ 

♦ /- * * ' 

^ Examples: (Assuming that all of these questions could be ; 

answered by remembering occurrences in a story » / 

' ' ' _ : just read. ) ^ . • 

"What does Ben want to do?" 
"Why do the boys want to go to the zoo?" 
"What did Nancy tell her mother?" 
Interpretation (INTRP) . Interpretation quest i.ons require the child to 
make predictions, evaluations', or interpretations based on story content or 
other facts known to the child. In order to answer such questions, the chijd 
must go beyond the factual information, and therefore cannot rely on memory 
alone to answer the question. He must apply some criterion and reasoning 
'process to generate an appropriate answer. The answer usual ly does not 
have any one precise right answer and the chilW may be asked to justify 
r his reason i ng. . ^ * • . 

If the .eod^t" cannot determine if a question. is one of 1 nterpretation or 
' Comprehension , product , or Choice , >the most appropriat^e of the latter-three^ 
shoul d be coded!. 

Examples: "Why is there a cage around the^Tiger Pit?" 

' * \"Do you think she did the right thing in running 
away from home?" 

• , . *"What^do you think will ha[Dpen to Ben and Kurt?" 

"How dofSen and Jack feel about this?" 



I (It Is ^ssum^d in all of the above that the children 
have not been given the answers previously*) 
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* / Types of Answers ' 

Every line of coding must have one and on ly one category checked in 
this section.' 

, . Correct (CORRK* This category is checked if the teacher indicates, 
/ correctness, or, in the absenpe of any teacher acknowledgement, if the coder 
can determine that the child^s answer is acceptable, appropriate, ^and/or 
correct. Fbr some Personal and I nterpretation questions a single correct 
answer is not apparent and the child should be judged for the appropriateness 
, 0f this *response as indicated by the teacher or determined by the co'der. 

Within reading turns, Correct (CORR) refers to correct word calling 
^ I ncorrect ( I NO . This category shou^td be checked when the child's 
response. is incorrect or inappropriate. When an answer does not fall neatly 
into either the Correct (CORR) or I ncorrect (INC) category, the coder should 
attend to the, teacher's reaction and the thrust of her feedback. ' If she 
responds mainly to the correct part of the answer, then code it as Correct 
*' v(CORR). Jf ^she is mainly concerned with the incorrect ^art of the answer, 
' then code Incorrect (INC). If no such decision can be made and the coder 
':^s unsure, the^an^wer should be considered Correct (.CORR)» 
I Within reading turns, 1 ncorrect (INC) refers to miscalled words. The 

. child has attempted to read the word but did so incorrectly. 

I Don't Know- „ (DK)^ Th i s' category is checked whenever the child does 
s^^. , not attempt an*" answer but instead responds by stating that he does not know 
.the answer or that he need's help. The cl>ild does not answer', but does give- 
an overt indication that he has heard the question and realizes that he 
^oes not know the answer. 

In reading turns, this category indiq^tes that the child has stopped 
on a word and has turned to the teacfiSK for help, thus admitting that he 
does not know the word and is not attempting it. 
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No Response (NR) > This "category is checked when the child doea not . 
answer the question and also does not indicate that he does not know the 
answer. The child may either appear to not have heard the question and 
therefore does not give any reaction or the child may respond non-verbal ly 
in some way such as ducking his head, or any other behavior that indicates 
that, he is Tiot wi I I ing to answer the question and is also not wi I I ing to 
admit that he does not know the answer. 

In reading turns, a No Response ocCurs when a child stops on a word, 
does not attempt to say it, and d5es not ask for help. 

Teacher Feedback 

Following the child's answer or lack of response,, the teacher may either 
do nothing, essentially ignoring the child, or she may acknowledge the answer 
without any substantive feedback by simply, sayi ng that it was correct or 
incorrect, or she may also praise, crit.icize,. and/or give some other m&re 
substantive kinds of feedback.. If the teacher only acknowledges the correct- 
ness or incorrectness of hn answer, the coder does not recibrd anything under 
the teacher feedback section. The absence of a check in this , section * 
. means rout i^ne acknowledgement such as mighf "Yes/* "No," "Wrong," etc. - * 
If anything bes'i des^^cxj'ti ne icknowledgemen-t occurs or if the teacher simply 
ignores the child's answer'-,' it coded in the appropriate /:;9tegory as 

defined below. ^ . * ' ' * 

There are essentially two kf'nds 'of fe^dbaqk which may be given to a 
Chi Id when he h^s made an incorrect responsea^^^These are Terminal feedback, 
'which has -the effect'o# ending tjie child's response to that questio'n, and 
Sustaining feedback, in which the teacher's feedback maintains contact with 



t|ie same chfldj:t>y requasti/^g'another response , from him. In addition to the 
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types of feedback included under these two major categories the teacher may . 
also give prgi se ^^ criticism ^ and/or process feedback. She may also give 
Emphasis to the answer with or without additional substantive feedback. 

— ■ \ 

These four categories. may be double coded with, any other categories 
appearing under the Terminal or Sustaining headings. However, any categories 
within either of those two headings may not be coded with each other, with 
' the single exception of a New Question (NEW Q) following some terminal 
feedback. 

^ No Feedback (NoFB) . When the teacher neither acknowledges the cor-, 
^ectness^or incorrectness of an answer, this category is checked to indicate 
that the teacher has essentiaUy ignored the child's answer. ThJs category^ 
is'also codec{^hen the teacher gives an ambiguous response to the child, 
5uch as repeating the child's answer in a questioning tone of voice without 
ever letting the chfid know what she thinks. This might usually occur in 
situations where the teacher is asking for an opinion, a guess, or a pre- 
diction, and the teacher^'s react i^on^J^s^j^ easily judged by the child; 
"However, if the teacher indicates any kind of acceptance or rejection*of 
the answer, even if only a nod or "Okay," this category should not be 
checked. It is used only to indicate that the teacher left the child 
"hanging," so to speak, and df*d not give him any acknowledgement as to the 
correctness or incorrectness of the answer. If this column is checked-, 
. ' then no other- items in the teacher feedback se^ion are applicable with the 

4 ^ 

exception of Emphasis by repetition and New Qaestion (J^EW Q)_.^ 

Emphasis (EMPH) . This category fs^^'hecked wherrever the teacher does 
scrgething to insure that the answer, just given by a child was heard by the 
others. This can be done by having the teacher repeat the answer, having 
the child repeat his own answer, or by having a second chlldVepeat the answer, 

ERIC 73' : 



69 



This sKould be checked after t-he end of a reading turn (END) when the teacher 
has the child re-read the 'passage for any reason, rather than cod ing 'i"he readirig' 
turn for a second time. - 

. grocessil Feedback (PRCSJ. This category is checked whenever the teacher 
reviews the processes used to arrive at an answer or gives an explanation as 
to what .was wrong with an answer. The important thing to remember about ^ 
Process Feedback is that the teacher goes beyond simply giving, affirmiftg, 
or repeating an answer and somehow provides* an additional explanation to the 
child about that answer. ^ 

Examples: "That word is bake . You can tell tfiat because when there is 

an e after a single consonant, the qther vowel is usua-lly long." 

"Yes, that's a period and not a comma, because-it is at the 
end of the sentence, and periods are marks that go only at the 
ends 'Of sentences,^ and comrnas'are' marks that never go at the 
\ . ends of sentences." • 

"Yes, Beo;probably is unhappy. You can tell by the way he holds 
^ his head and shufff'es his feet.^' " ^ 

Pra i se (PRAIS). Praise is checked ^whenever the teacher communicates a 

positive eva I uatioQ ^to fhe child of hfs answer beyond^s imply acknowjedgi ng 

the correctness of it. This may ^be done by compi imepti ng the child either by 

verbalizing ("Good," "Wpnderful," "Far. out") or by any other gesture or expression 

" ^- 

conveying a posil^ive evaluation beyorfd acknowledgement* pf correctness such as • 
an e)5aggerated smile, cjapping her hands in a de^ignted- manner, or e;ithusiasti~ 
cal l^tiugging the child. It is important *to remember that^ny teacher reaction 
coded as praise must bje in response to the child arvswer, not just a s[)ontaneous 
expression of affection by thejfeacher for the child. If the teacher rather 
perfunctorily says words such as "G6o"d," or "/ine/^ i-t is also coded as praise . 
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__ ^ 
even though it Is not necessarijy enthusiastically or warmly delivered. "In 

other words. If the teacher 'says anything or conveys in' any way that she is * 

pleased with the child's answer and/or performance^ then it is coded as praise . 

Criticism (CRIT). Criticism can be considered the opposite reaqtion of 
pra ise . It is a communlcatjon from the teacher to the/chiliJ of a negative 
evaluation of the child's answer beyond si(nply acknowledging incorrectness or 
undesi rabi I ity of the answer. It may be obvious verba| criticism ("You're 
stupid/' "You're not thinking today, '^ or it may be a non-verbal gesture or 
expression of disgust, anger, or frustration by the teacher for the child's 
answer. An example of a non-verbal expression would be the teacher grimacing 
in response to a child's answer or shaking her head wjth a deep, exaggerated 
frown. To be coded here as Criticism (CRIT), the reaction must occur to the 
child's answer, but may also reflect on the intellectual ability, motivation, 
or work habits that went rnto producing that answer. 

Spe&rfJcity (SPEC). |'he category of specificity is double coded j^ith either 
pra ise or cri tieisrn > That is, it cannot be checked unless one of. these two 
categories has also been checked', although either of them can be cp^ed without 
the use of the spee:if icfty category. The meaning of jSpeci f icity depends on . 
whether Praise or Criticism h as occurred. - ^ . 

When Prai%5 has beei>..^iven and coded. Specificity is checked if the state- 



ment .defined the behavior that is praised. The teacher mast state specifically 
what It was about the child's answer or answering behavior that she is praising. 
Examples: "That is good because you thought before you spoke." 
"1 liked tfefe way you spoke up so clearjy." ' 

a 

^hen Criticism has occurred and been coded. Specificity can be checked-^ 
only if the teacher has^defined the desired alternative behavior. 

" - 75 ' 



Example: - "You're, not thinking today. Remember, before you answer, stop ^ 
and think about that rule." 

"You're not using any expression in read'tng that. sRemember to 
^Qi^ just like you were talking to your friends when you read 
tfiirpart." ■ ' , ' ■ 

i 

Terminal Feed back * ' - > ' . . . 

w •»»« 

Thp following three categories are considered types of terminal feedback . 
Whenever they occur, the teacher is essentially ending that child's response 
opportunTf^^ for that question by somehow getting the answer from another child 
or giving the answer herself. Therefore, the child who has just answered does 
not continue to answer that same question, although the teacher may ask the 
same'child a new question. 

Give Answer (GA). This category is checked whenever the teacher supplies 
an answer to a child who has answered either incorrectly , " I don't know ," or 
no response . It is not used after correct answers with Jnitigl selection, although 
it is possible to give an^nswen after a correct answer for an Error correction 
selection. . ' 

Another important point to remember ' about thJs category is that the 

ir 

teacher is the one who is supplying the ar>swer, not another student. 

Ask Other (AO). This category is considered after an initial selection 
leadinq to an incorrect answer, an "I don't know" response, or no response . 
It is checked whenever the teacher asks another child. to supply the correct " * 
answer, rather than supplying the answer herself.. In so'doing,, ^he is ter- 
minating the fi-rst child's response opportunity for that particular question. 

Ca I I Out (CALL). When the teacher asks a question to a designated res- 
' pondent, and another child calls out the answer or makes some substantive 
comment before the teacher can giv^ any'f'feedback to the first child, and if 




72 



1 



^ the# teacher responds to the content of the called oUt answer or comment, then, 

^ ' \ * ' 

'Callout <CALL) is checked for the type of feedbaci<, - The teacher is essen- . 

tial ly^ letting the answer or comment that was cal led out by the other child 
serve as feedback to the first child. However, .unless the teacher or the 
\ first child uses the caJled out answer or comment in this way, it cannot be 
* checked here. . 

If the teacher responds to the child who called out by accepting his 
answer, the next line of coding should describe this by noting that child's 
, number, cal I out (CALL) as the type of selection, and then rest of the 
interaction as it occurred. If the teacher responded to the call out with 
. some behavioral comment, it should be noted under Behavioral Contacts . 

S'ustain'ing Feedback 

The next four types of ^^eedback are considered sustaining feedback . They 
are distinguished from terminal feedback, in. that, by 'giving these kinds of 
feedback, the teacher j^requiring the child to continue responding, either 
\ to ;the same question or to a new one. ' ^ 

* New Question (NEW Q). ThFs category is checked ,whenever the answer to 
, .the question just asked has either been given *by the child or supplied by 
t the teacher or another child, and the question is -no longer open to further 
attempts at answering, and the teacher sustains with the child by asking 
a new and different question. The difference between thrs type of sustaining 

• feedback and the next three types described is thai" this type does involve a 
new question to -the same child because the last question has somehow been 

i . answered. The next three types , involve sustaining the same question in an 

• attempt to^ improve some previous response. Whenever New Question (NEW Q) is 
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checked, the next line of coding should have the same child's number and 

Continue (CONT) checked-as the type of selection.^ 

Repeat question (tRPT). n*his category is checked whenever the teacher 'either 

repeats a question verbatim, or asks some kind of a prodding question* It is 

also checked if the teacher in any way inidicates that she is sti|l waiting for 

an answec. Th^ important point" to remember about Repeat (RPT) , feedback is. 

that the teacher^js not supplying any additional information beyond the originat 

question, .and therefore not giving any clues to the answer; but is ahscr-not 

eliciting any other kind of answer beyond tha^t* requeste4|^ the original question. 

This feedback simply indicates to the child that the teacher is waiting for a 

response. (Therefore it often occurs after a No Response (NR)by the child.) 

Examples: "Do you know?" ^ 

"Can you answer that?" 
"Wei I?" 

"John?" ' . 

Rephrase/Clue (CLUE). This category is checked whenever tKe teacher gives 
the child a clue that could conceivably direct his thinking to the right answer. 
However, the child's arriving at the correct answer is not "guaranteed the 
cluejitsehf. In other words, the teacher is not giving away. the answer by 
providing the clue, but is doing somethi ng -that couid help the child\think of 
the answer by himself. This occurs only after an initial I ncorrecT (!,NC) 

answer, a " Don't Know ," (DK), or a No Response (NR)- It can be coded on> ~ 
the same line as '' Correct" if that line represents ip " Error Correctio n." That 
is, you can answer a clue-question^correctly, then be asked another question 
which also serves, as a clue to the original questiqn. 



Feedback that falls into this category may be one of two kinds. The 



teacher may give clues that are essentially rephrasings of the original question 
and therefore will lead to the same answer desired in fhe original question. 
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Another. type of rephrase/clue (CLUE)- is a. new question that is asking for 
a di fferent answer, than fhe original question, but which, -when answered, 
will help the child arrive at>he answer to the original question. An example 
of a Rephrase/clue (CLUE) for the question, "What was the name of the boy in 
the story?" mi^ht be "Its the same as"the name of someone in our group," or 
"It starts with an R." This would be an e>^mpLe-^of the^ first type 6f Rephrase/ 
clue (CLUE) just described. An example of this kind of feedback using a new 
questie^n for thi.s* same original question might be ^'Well, what was his brother's 



name?" In both cases, the teacher is not giving away the answer, but is givTng 
the child clues which may heTp him arrive at the answer 'by himself. 

Rephrase/Give (GIVE). This type of feedback is recorded whenever the teacher 
simplifies the question to such an extent— thet the Child is a I most guaranteed 
tii^ answer the question correctly. Therefore, it accomp I i shes. essentia I ly 
the same purpose as- the Rephrase/clue (CLUE) feedback, except that the pro- 
bability of the child using 'the clue to arrive at the 'corredt answec is increased 
to almost certai.nty' The teacher may accomplish this in^several different ways, 
and the coder' must make a decision as to wh^lfcr or. not the teacher is essen- 
tia I I yl-giving the answer to, the child with easy clues or is giving clues that 
do not make the answer obvious. 

Th§refore^ the difference between a CLUE and a GIVE is a m^atter "cyf degr;ee . 
of slmpl if ication. Of the xoder is uhcertairi. about which category a clue falls 

into, then CJua^^fiould be coded. 

^. ' ' ' • 

Examples: "His name, rt^ymes with candy .but starts with an R." 

"Well, i,|j^^a* fcomma a worm?" [ <^ 

After th^Rilfll has hesitated on reading tree , the teacher says 
"It's th^^L^^+a I I thing outside the window with leaves on it." . 
or says^fmw; "T^r-r-r.-r-e-e-e," fading away before actually 
saying tt\eiword. 
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Results of Sustaining Feed,back 1 
X The two colijm^s labeled IMP and UN IMP are to be considered every time and 
only when a Repeat (RPT), Clue (CLUE), or Give (GIVE) has been coded. In other 
- words, this section is com|ileted whenever there is sustaining feedback which • 
attempts to improve the child's response. Therefore, the ne>d- line of coding' 
• will have the child's number repeated and Error Correction (ERROR) checked for 

selection. 1 ' 
'■- whe'n this situation has' occurred, the coder should decide if the sustaining 

feedback of the teacher.did indeed improve the child's response. An improvement 
is defined as changing a No Response (NR) into anything elseT and changing an ' 
Incorrect <INC) response or a Don't Know (DK) respc^e into a Correct response. 
"• li .an Improvement occurred as a result of the sustaining feedback, then Improve- 

♦ 

- ment (IMP) should be- checked on the same line as the check for the type of feed- 
. . • • ' ; 

back',' Therefore, the indication of i-mprovement (IMP) should correspond to the 
answer descrf^)ed in the next lipe'for which Error Correction (ERROR) has been 
. checked. 1 f , no improyement in^'tjie child's resp6nse occurred beca.use of the 
-^• ^ feedback, thfen No Improvement (NOIMP) should^be checked on t^ie same line as the 
check for the sustaining feedback. . _ . 



No checks 'should appear in these two co I oqins .when there has not been a 
check in one of the last three columhJof Sust^^ining fe^bacR.YRPT, 'CLUEj/GIVE. ) 

1 
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This section of the codinq sheet is used to record certain information ' 

J ' ' . ' 

about behavioral contacts between the teacher and chil^^d. behavioral contacts 
are defined as non-academic occurences which concern the child's classrbon ' 
behavior and its aporopria+eness for the acadenic settinn. The behavioral section 
is not .used to record anj/ procedural, routine contacts, such as askin*^ ^ child 
to pass out books or fo turn in his naper.whf^n ho has npt b^'^n told hf=jfore. In- 
stead it records onlv corrective contacts (the child wa*^ not ^ehavinc approori- 
ately for the ci rcunstances) or praiseworthy behavior rthe,,chi,ld was b4hayinq 
SO aporooriately that the teacher calls his and others^ attention to, it.) Like 
response opportunities, 09 1 y ]}ub|^c behavioral contacts aje r^^orded. 

In coding behavioral cbit^tacts, wfthi n the group, the code^^ should- enter the 

' ^ • " ^1 

jChild number (CHW) in the appropriate columnrC'' for males, F for fenales), 

' - . \^ ;> ~ s - " 

then enter a number/describ i nn the behavior of the child wtx,ich resulted In the 
teacher reaction, then a check under one and 'on I y one of the six colunns which 
describe the teacher reaction to that child behavior. In addition,' the :^oecif icity 
.cateqory should be considered when a Jeacher reaction has heen checked, althounh 
It will not occur on "ever*v line. 

V /hen an o ut-of-qrouo contact occurs, instead of notinn the child's unioue 
number^ the coder should write *'<^^8' un*d<=ir the colunn under ^hild *"umher 
(CfD/?). This is true whether the contact concerned a simlo child oB nore and 
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whether the sex of the children invp^ved was malft or foral^^. There will n^ever 
be a 998 under Female (F). Out-of-oroup contacts mav onlv be. shown for behaviors 
11-14. [Note: This is^impiy a coding convention to facilitate data tabulation.] 
The in-»group child behaviors discussed bolow are all i naporopri ate in nature 
except for /-lO-, PraiSG worthy. Therefore, all of the in-nroup behaviors with 
this except ion' must be coded alonp with a corrective teacher contact of sone 
sort.. 

The teacher's reactions to be descrihed below ar^ ei ther , favorable ( ^rais e), 
non-exista*rvt (J onofe ) or corrective ('^anan^^nent , Wa rn i nn ^^ Crl t ici s rr, or ^|9Jlver.^J^ 
Intervention). Therefore, onlv corrective teacher feedback can follow inanoro- 
prlate in-qrouD behaviors as defined In'the first nine child ^ehavior catonori^s, 
and onlv ^raise can follow a child ^^ehavior of ^^ra i sevorthv. The onlv in-orouo 
child behavior wh.iqh nav Recorded with an I nnor__o teacher reaction 1$ a ""allout 
una ccept ed . ^ - , 

When out^of-orouD contacts occur, An\ teacher reaction is aon I icf?b with 

the exceptiOQ of an lonore followrnc a teacher- i r i tiated contact. 

\ ^ . 

For each line of codinci of a behavioral contact, onlv one chiM behavior 
number nay be entered, fhd onlv one' cateqory of tet^cher recK:tion mav bo checked. 
If a teacher corrects a chi'la fof more than one kind of inaonroor iate behavior at 
the same time, use the behavior num»ber of the more outstandinr deviation -^rom 
approor lateness, ^or examnle, if a child was slun^^ino and niso starinn outside , 
and the teachf^r reori mandedLJi/m for both, then the behavior to Be noted would be 
the inattention, since thisTs neneral lv more rna^oproor iate (rmf nay i no >-t*fent ion 
at all) than slumprno (havinn attention but not sittino un strainht.) 
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Chi Id Behaviors • " 

The behaviors and their numbers listed at the t^p of the codina sheet are 
> * ' ' ^ - 

+0 be^^lised ^to describe the children's actions which instioate reactior^s f ron ' ^ 

^ T ' \ V ' 

'the teacher* The first ten apply onJ_^ to children beinq obserVied ia the oroup 

\ ' ~>. ^ s > ' - ^^^^ 

^t^at time* « * * a 

I n-qroup Lfeha viors . ^- • *^ 

I. Call out unaccepted* This catonorv is u$ed to describe cafJouts bv 

^ 

a single child when the teacher did not acpept their academic content* ^er 
reaction instead was .either to h2nore_( I '^•','4^ ) the child's behavior or deliver 
sone behav^ioral comment on it. The irnnortant feature of '"all out. unatcented 
is that it was made bv an individual chTid and tho teacher did not ajccent-the 
academic content of it* Cai I outs in this case are oT Jntere^t on I v) if they 
• occurred in •response to a nuestjon just asked bv tSp teacher or jn resbnnse to 
another child^s answor, ~hat„Js, thev sonehow interrur>t the nu^stida-an/wer- 
Jeedback sequence that is described in the '^Response Opportunities' section. 
This means that spontaneous -qomments by children when the teach^ is not ouestionfnn 
them. as a group (such as durino a time When all children are supposed to be 
working on workbook activities jn the nroucv) are not relevant for cod inc. AI50, 
any comments that are irrelevant to the question be^nn asked at that trine are not 
Incjuded in this codinn. ''Or^ly call outs that pertain to the academic interaction* 
that. 13 Qoinq on at that time between teacher and a chi Id and that interrupts (or 

# 

' could- interrupt) that i nteract ion^are of interest for codinn.. . , 

2* Cal I out accepted . This c^tenory is used to describe call outs which . 
v?f)r§ accepted by the teacher for. their academic content hut were also fesppn^ed 
ta.behaviora I l;y., I'f the call out Was accepted but not responded, to be*haviora 1 1 y . 



79 



in some wav> no entry is made in the '^ohavioral '^ontacts section. *^^or 'th^ » 
_J ^category. Ignore (K^'IOR) can not be coded, since '"^y acceotlnn th^ acaderiic content 
of the call out, the teacVier could not innore it.* Pr a i ^e (P^AIS) is also in-* 
apollcable. The sane criteria for determinlno a codabf§ call out situation 
just described under the head i no of Ca i I out accepted are also Relevant here.* 
i ndi vi dual i naopropr i ate . This cateaorv is usgd to describe" any be- 
havior by a sinqle'child which is hot disruptive to' the'^rest of *the nrouo but 

' ' ■ ■ . I • ! ' 

' ' which is^respooded to by the teacher in sone way., '^n I y ,correct i ve types of 

* teacher reaction are *poss i b I.e here, and so ^ r aise (^'^Al^) and' i gnore (I^^MO^J 

cannot be coded. The nost typical examr^Ie of \n6 i vi dua I i naooropr i att^ h'^bavior 

Is lack -of attention to the les^aon, such as starinn awav frorr the-^rou'^ out the 

window, sleeoinn, eljt--— uch r^isbehavior also excludes those Jndivhdual behaviors 

described in other categories below. v 

"^^oc i a I ta I k . "This catenorv is used tm describ<> inappronriate interactions 

!?etv/een two or more students in the nrou'^. It mav or n^av not bo disruptive to 

other children in the nrouD, and if rav^or ray not "^e 'frionr^lV ip nature, ^irvre 

it descri*bes an inaporooriate b^^bavior noticed b^/ the teacbery~-the dateporms 

« 

of P raise ^ (P^AIS) arid .lqnoj£ (I'^'i) are not applicable here; 

^i^ivate disturbance. This d^^iscribes behavior bv ort§7 1 nd i vi dua I child , 
in the qrouD that is disruotive to the otber childrenT It -is to distinguished 
fron Individual Inaporooriate behaviors '"-y the ci&iteripn that it could disturr 



someone besides the teacher {although the other children afi not likplvrto 
exhibit irritation). Lxannles of disrucxtive beh|avior minh± be S-Wtncinr/ f '•^et and 
kicking the chair loudiv, talking to one^^if loudiv, or <vtandinn on top of rhe , 
chair and dancing. Anc^in, ^ra i se (PPMS) and i nnore ( I'^'t}- are not aonlica'-i*^ ^^^s 
' catenonles of teacher reactions. > . . <. 
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6. ^osture. This pateqorv describes anv inapproori ate behavior related 



to "§ittinn straight,! spacino oneself -from the other children, facinq the.rinht 
direction (except whfen^ the child was orininal.lv in the rioht place and has turned 
aroimd to attend to ^^onethinq in the room— this would ^e an exanole of individual 
i fi^ppropr i&te behavior), or*anythinq else which prinarHlv has to dojwtth pos4;tion- 
ing oneself aopropr iateJy for the readinq qroup. f'anv pf these contacts wiM^ 
cone at. the t>egi*nnin| of the croup, a Ithounh there rav^^^ r^^rinders to 'sit uq ^ 
.st^ai^ht throunhout.^the lesson. Aqy ''cateaorv except Praj se and I o noro (!'^'.') Is 
aop i icab I e here. ^ * 

7. Materials. '^nv behaviors related to the i naporoor i ate use of ^,c^ool 
" ■ ■ - — — • <^i*' ^ 

i_ /« ^ it* ' 

nateri^Hfl^in the >^rouD is -described here, "bis includes holding books, usino or 

not usinn markers in readinh, cloanino tr?=fnsDarenc ?^r^ . b<?»ldinn nenc* Is .or 

crayons, ^turninn panes, etc. ^nv catenorv excerpt Praise and l onore (I ) can bp^ 

userf to descri'^Q the'^teacher's reaction to such behaviors. 

8. ^^ontraband.- This^ cateoory includes any uset^ of inaoDro5riate^^a+q*r iaU 
in the qrouD, such as toys, cjiewinn qun, -'candy,, other scbooj work not pert inent ' 
to r.eadir^, etc. It is therefore to b^^ disti nouisbed froo ^^ ^aterials in t^dt t^o 
Tatter describes +ne iriapDropr i ate use of' school-re lated materials, while e on-^re- 
band refers to the use of inappropriate material^. Therefore, -^r^se 'and rcncr^ 
are not I i cable as teacher reactions for th i s category . 

9. Other in-oroup. This cateoory is used to dpscribe other behaviors that 

✓ — II I .. I .11. — — * , < 

do;not fit into the cateoori es. descr i be^ above in "1-8, which lead to sone con-ec 
\tivQ teacher coritact. . , 

. , 10. Prari s eworih v/> Th^s is a catcb-all cat^r^rv for anv behavior which is 
. oraised bv the teacher for its appr^oriateness and noodness. 'therefore, ^raise 



(^'^AISV iS'the onlv catenory of teacher reactlor^ which anolicahle for bo- 

haviors ^described in th^>s catenorv, ^o'rion^er that anv behavior classl^if^d i^f^r^^^ 

nust be a. behavior," that is, not an an^^wer or rental process which- is roro 

aporopr lately descriBod in the ''^Qsponse '""Doortuhities" section. 

• ... ' ^-^^ - 

Out of nrouo^^Mviors' '/ ■ «-^^ • * , 

The next four catecorjes descri be = contacts hv the teacher with chiMron oiW"- 
side the nroup at that tirne. Tw.o distinctions rrus+ h^ nada here: contacts ray 
t^e either child-initiated or teacher- i n i t i ated,^ an<^ th'^v r*,av either hrief 
or lonn. ' " * ^ ' " . . 

' This results in four classcs'of out-of-orouri contacts: ' 

ri. ^hild initiated brief ( "^^JaiJ^^nrjef ) 

12. '^hild Initiated lonn ("^Jnit lonn) >^ 

J3, Teacher initi-ated brief (T j n i t br ig*f ) 

14, Teacher initiated lonn (T inif lono) 

Cht Id-inJtia ted vs. Teacher initiated, ^ contact is considered to "^^e c^^iid- 

initiated if the teacher does not respond until a child or ,children aonroac^ ^^r 

to deliberately net "her attention, "The reason for such aooroach nav acac^^^ic,^ 

procedural, or oersonal, A teacher- i n i t i ated contact occurs when the teac^^r 

notices and speaks to a student who has* not tried to net Hat attention by anor®3ch 

inn her first. Therefore, the teacher'^Terruot's the lesson herself ► 
*f ' * ^ 

V/hen any contact results in the Veacher ieayinn the '^rouo, It should 

^ ■ ; ' ' ' 

noted at the too of the cod inn sheet and->ier absence tired, '/hen this occurs, 

there shouM be no line of codinn i^n the behavioral section, ^ince th^ tinA the 

teacher is out of 'the nrouo I I aufonr.at ica I ly hf^ cons i dered a lonn outr-of-nrouo 

contact, , * . « . ^ * 
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Brief vs> long c ontacts. A brief contact is one in which the teacher resoonds 
to the child* with a few words or a non-verhal- re'rDonsef ?and onlv takps a second , 
or f\'fo to do this. Her reaction does not detract from her conduct of the lo?son. 
A lonq contact is one in which the teacher takes' more than a few words to "answer 
th^^child. Examp I es^of* ^rJef reactions v/ould be the ^'f^^ ^.^.'^ hand, ' oo '^^ck to 
your seat/ ''Mo^-" "Thatjs -fine/ *'Okay. ' ^xamoles of ^nq reactions would 
'Mo, I have told you never; to bother no un here w^hen 1^ teach inrt^ead inn/ ' ^ut 
your work in. the basket' when youVe finished, ' 'Sharon,, if you don^t settle down. 



qoinq to keep you after school." ^ 



f 

The coder should renember when observinr child-initiated contacts that she/he 
is recording the lennth o^ the teacher's reaction, not the lenoth of tire that 
the child is arounc the teacher, unless the teacher reacts to the child stoooino 
the-- lesson .aad-l i sten i no for several seconds. 

Teacher Reactions - " ~ 

Pra is e (Pf^A|S)_. Thip catenon/ is checked whenever the teacher resoonds 

favorablv to a child's behavior and lets'hin know bv cono I iment i nr hi^ that 

she is*pleas'ed. "^he only cateaories of child behavior which are aoplicable 

here" are "Praiseworthy for in-croun contacts and tne four out~of-nr5uo con- 
1 ^ ^ 

tact's. \ ' ' 

* ... - ' ' * 

Lxamples ^ra_ise (^^.AiS) are ''I like the wav ^an is sitti'nr uo today and 
payino attention/' "Sandra, you * re worki/ri so well todav. 1 haven't, seen you 
talk once.' "^ood, you're remenbe>inq to use your marker* tooav*/* and "You reallv 
paid attention when I ranc the bell, ^ick.'* 
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Ignore ( IGNOR). This category is used wheneveKthe teacher's reaction is 
to ignore a ch.ild and say nothing to him about a behavior which she imost likely 
was aware of. It is Cnty used to describe the teacher's reactions to out-of- 
group child-initiated contacts and the, first category of inappropriate in-group 
behaviors, Cal I o6t unaocepted . When the coder feel.r^./hat^> call out was 
obvlc\usly .heard by thVl-eacfiVr but not responded to, she/he should use this cate 
gory* But if the coder is unsure 'ii the teacher heaFd thejcall out or not, '^^ 
tben It should not be Toded. Tha^t is,;' the only caM'youts of interest are 
those which are obvious, enough to get the teacher's attention and could ea*sily 
be ascribed to the corr§ct chi Id t>ecause they.'were clear aod loud enough. 

Management, (MGNfT) Warning, (WARN) and Cri tici sm (CRIT) . These three^^ 
categories are used to.descf.ibe verbal corrective contacts by the teacher, 
Jhey differ in the degree of irritation and anger and threats and punishment 
expressed in the reaction. Management (M6MT), This is the mildest form of 
correction. It is delivered in a^calm, unirrjtable .tone of , voice and does 
•rfot convey any threat of punishment. Warning (WARN), Thas category of correc- 
tion is identifiable by a tone of irritation and perhaps an implied or stated 
threat of punishrfient in the message. Criticism (CRIT), This is the most ex- 
freme^ form of correction. It is identifiable by ei.ther an angry tone of voice 
or the delivery 6f punishment of some sort. If the teacher somehow punished a 
child by taking any actions because of hPs behavior, then th^ reaction should 
be considered Criti cism (CRIT), even if it was delivered with a pleasant, tone. 
Examples of this might, be putting the child's name^on the board to stay after 
schoof^g sending him to the time-out qorner, or telling him that he has lost 
-playtime privileges. In addition, any correction del ivered .by shouting at the 
child, berati-ng his character, and being generally nasty should be considered 
Criticism, ^ ' 
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An example of distinctions might be: # 

■ ■ ^- ^ ' . ■ V 

"Please sit down an% get iback to work/' deliv^ed in a calm manner. ^ 
(Management) ) ' 

"Janet, you don't get back to work right no|v, you can't go out 
. 7 to recess."'^ (Wara|hg) ( regardless of voice .tone) 

' \ { ^ i 

"Sharon, get back fp work." delivered in an ir^^Itable tonei "(Warning) 

"Kelly, you're the Iworst worker, in this class.f I don't knpw what I'm 
> going to do with yc4j." (Criticism*) (regardle^ of tone) ^ 

"Lee, your name is^ing down on the bad workers list." ((Criticism) - 
(regardless of tone^ ^ 

Y ^ ' 

"Charlie," shouted ^>ngri ly across the room, (^^riticism) . 



"Charlie," said in'^n irritable tone, implying, "If you don't. 
(Warning) - \ / 



"Charlie," said qoi^tly, palmly. (Management) 

■ ; 

Nonverbal intervention (NV INT) . This category is used for corrective con- 
^ 7 

— > . * ^ 

tacts which aVe deMvered by gestgres and/or expressions without the use of 

words. Examples might be shaking^^a finger/ tapping someone to get attention, 

^ putting one'6 finger to mouth to indicate "shhh"^, putting hands on waist and 

looking like one is about to blow up, and shaking the head* This category may ^ 

be usejj for any j^hild behavior except Praiseworthy , sijice it only is concerned 

with behaviors which need correction. • , 

Spec! f ?ci ty^ (SPEC). This category is to be double-coded wi.th one of the 

other teacher reaction categories,' with the exception of Ignore (IGN). It is 

similar in meaning to the Specificity category used' In the "Response Opportunity" 

section. When used with Praise , it indicates that the teacher Stated what ^be- 

havior she was prai.sing. _When used with any of the correct4ve categories, it in- 

* ' . ft • 

dicates that the teacher defined' an alternative behavior which would be accep- 

table, v; ^ ^ \ ^ ' ' 
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"I Tike the way you're sitting up so straight ^ * 

"Don't bother me in readPng group. Sit down until I have a 
chance to come and check your work*" 

"Sue, turn around in your seat and concentrate on your book 
stead' of talking to Bi I I 



so 
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INTRODUCTION . ' . 



The Instructional model- is based on two general prln^ples concerning 
children's learning in small groups: . ' - 

I. It is desirable to have a balance between a'.) an efficient group 
structure in which the pace ,is rapid enough .tp maintain "Interest and attention, 
an0 b.) a group structure which -helps the teacher to make sup that learning 
is taking place for every chi Id. ' 'j . ^ ' ' 

■ 1 It aJso is desirable that chi ldren learn to ^respon^f to every teach6r 
•■7 

question, but without feeling anxious about h*aving to make a response. . 

Accomplishing eitljer of these soals requi res , teacher Judgment at many 
points In the lesson. How fai^ shou Id questions be paced to keep attention , 
and yet not lose anyone?- How long can you wait for a response from an individual 
without losing the attention of the rest of the group? When, should .you end a 
child's response opportunity if he might know the. answer but seems afraid to 
say anythrng? How long should a child be urged to respond before such 'encour- 
agement creates embarrassment and anxiety?' v 

Specific artswers to these .questions cannot be prepared in advance, since 
the situation is different for every child and'every question. However, the , 
system of prtncip les_ outi ined below can be used as a framework within which 
the teacher, who' knows the children, can make^ecisions. . > 

The principles are presented below in a brief list. " In the next section 
they are discussed in greater detai I , along with the rationales and background 
Information related to them. The system is divided into 1yo major components: 
I.) organization and mangement; and 2) teacher . responses to children's answers. 

■ In order-to avoid confusion of pronouns/ "she" wi 1 1 be used to refer .to 
the teachfer and Vl^e" wi 1 1 refer to the student. ... ' 

95 ' ' . 
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OVE^IEW OF THE PRINCIPLES - 

\ . • 

I.. "ORGANIZATION AND ' MANAGEMENT . ^ 

^ QETTING THE CHllDREN'S AHENTION ' *' 

I, The teacher gbts everyone's attention before starting the lesson. 

^. The. children sit with their backs to the. rest of the class while the 
teacher -faces the. class. * * ^ 

•i" " f. 

INTRODUCING THE LESSON . . • ° 

3. 'The teacher introdupes thejesson with a brief overview. 
1^4.. The teacher presents new vfcrds clearly. 
5.. ^-After presenting new words, the teacher has the children repeat them. 
6. A demonstration or explanation precedes the children's attempts to 
do the work* ^ ^ , . • 

V 

CALLING. ON CHILDREN - ' 

7 The teacher should worK with one' chi Id at^ a t'me, so that everyone ,i^s 

f ■ . - ^ - . 

' checfied and receives feedback. 

8. .'The teacher ^should call 6|^'hildfen In' order rather than randomly. 
' 9. • Occasional ly the teachermald question a chi Id aboul; another chi 1^ 
response (to keep everyone alert). ^ r ■ 

10. .'The teacher should minimize calling on volunteers. , . 

II. The teacher Should discourage calj outs and should emphasize that e^ch 
•child is. responsible for the question askedV him. 

j2. The teacher sliould avoid 'rhetorical questJonap, answering her own 
"questions, or refjeati;^ questions. Thl^e confuse the children.. 



if each 



« MEETING INDIVIDUAL LEARNING NEEDS WITHIN THE GROUP • r)' 

13. At -some point; the teacher must decide If the whole group can meet the • 
lesson»s objectives. If sh^ decides they can, she should hold the group 
• together, making sure .that everyone masters^each step before movlng-on to 

the next step . > * , - 

"t4. If the'teacher decides that everyone cannot meet the objective, the ^ 
students who can do ^o should be taught through to the end 'and then 
dismissed, so that the'teacher can spend ^re time with the other chl Idrem 
. 15. ' An exception to the above-occurs when the teacher Wants to -use a 

student who has mastered the objective as a model for the others; Here, .she 
may retain bne or more such students in the group In order to carry on a. 
dialogue. 

16. If some of the chl Idren do not "succeed In meeting the objectives before 
lesson time Is up, arrangements should be made f or exi^ra tutorial help! 

II. pF<^pnNniN& Ta CHIl.Q'Ri^N'S. MSOS. 

. The -teacher's feefack to chl Idren's' answers depends on 1) the type of 
'question (whether It requires rr.nK>ry-Or reasonlnj), 2. the pace of question- 
' . lng-(whetheV rapid for drill or slower for more thoughtful questions), and 
3) the child's ansver (correct, Incorrect, "I don't know," or no response). 

•WHEN THE -CHILD DOES NOT RESPOND • » . 

17. After .asklng a question-, the teache r_ waits, for ti.e.^cblJ_d_to_^^^^^^^^ 
and "also sees that other children wait and do not cali out answers; 
ffi^g rapid pacing, she waits a few.seconds and glves the answer." During 
th^ n«re slowl/ paced%ar;. of the lesson, the teacher should wait for 
an answer .s long as she feels that the child Is thinking and wlll^answer. 
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but not so long as to embarass the chi Id o>' lose' the other chl Idren's , 
attention. \ ■ 

If the child does not respond wlthia a reasonable time, the teacher 
should Indicate that some response is expected by probing ("Do you know?"), 
'she shojjid then slmplPfy (see #19) aceordlng to the -fype of question. 

• WHEN THE CHILD'S ANSWER 'IS INCORRECT „ 

18. The teacher should Indicate, that.^ the answer is. wrong, and then follow 
sjmpll f ication procedures outlined below for the'tvo types of questions. 

SIMPLIFICATION PROCEDURES ^, , ^ " ^ ' , 

19. the appropriate simplification procedure is determined by the type^ of 
question. * . ' 

a. "Jj^® question deals'with ifactual knowledge that cannot be 

reasoned out, the teacher should give the answer to the chi Id , 
and then move on. ' ^ 

If the question is one that the chijd could neason out wjth 
help, the teacher should provide cl^jes or simplify the question. 
|f»the clues still do. not help the child, he* should be 'given 
■ the answer. The teacher should never ask another child to suppty 
the answer. 

i ' 

WHEN THE CHILD IS CORRECT 

20. The'teacher should acknowledge the correctness, and make sure that 
■ everyone e-lse heard and understood the answer. 

• • . PRAISE AND CRITICISM , ' , 

.21. Praise is important but should not be used indiscriminately. Praise 
thinking and effort more than just getting'the answer,, and make praise as' 
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specific and Indl vl dual, as po^ible; 

22. Criticism should also be as specific as possible and should Include 
specification of desirable or correct erlternatl ves^^ 
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'HlgH INFEf^NCE SCALES 



ATTENTION-GETTING 
TRANSITIONS: 



no 



time to group 
time to T; 

beyond 
routine 



2. 
4. 

5. 

toteil number 



Ind I'v Id-rout 
group fTTlg 
otKer ^ 



bell ' 

lights 

verbal * - 

I ndiv Id-routine after signal 
other, c 



Ine 
na i 



> 



SEATING: Teacher- I 2f 3 '4 sQBynd/ 
In App / 

n/a T.' Chl:ld« I 2 3' 4 5 Q..BVnd 

^ □ "/a Ch. 



no Indlvld-correcti ve 

jTchlld attending 12 3 4 
0% 



100? • 



IN-GROUP; 



yes 



no 



tline^ to lesson 

r 

no. jof Indiv/ 
correct 
% Chi Id attending 
12 3 4 5 
0? ^ 100? 



bell 
-^lights 

verbal 

Indlvld-rout 
other 



Indlvld-routlne 

only IndIv corrective 

other 



after signal 



total number 



OVERVlEW t 
content: 
moti v: 



J. no InstV. content. 
"i« neg 2. -ndyie 



2* mech 

3. nonspec. pos 



3. sped f Ic content 

4. specif, pos. 



5. bo^th 



voico: 
effect: 



J. 



neg 
neg 



2: bore 
"2. bore^ 



3. neut 
"3. neut 



pos 
pos 



^9. gush 

"^5. exd'tement 



BREAKING UP THE Qmy?\ 



1 . done ^ 

2. needed, not done 

3. not needed, 1)ot done 



I. 

^ 2. 

^ 3. 

4. 

Expectat 
t 2 
neg 
to low 

ERLC 



high tlbught, dismissed 
highs dlsmissed^/o teaching 
Jo</ dismissed 
ottter 

Ions communicated: 
3 4. 5 * 

no di f ferentlal 
expectations 



MODEL: 



group 



2. broken 



Feedback: ♦ 

I . ^acknowledgement 

2. few specifics 

3. moderate sped f Ics ' 

* 4..frequant specifics 

always specific feedback 

Expectations corrmunlcated: 

12 3 4 5 
praise model. Limits comments about 
crit. .otherjs different. abl I It1es 
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DEWONSTF^AT I ON/EXPLANATION, 



I » occurred, 

2. needed/not occur / 

3. not needed/not ocpiir. 

4. repetition of d^^(^Io 

^ 

>' ^ffl^t /. p. 

/2; b. av. 



/ 



/ 3. av. 

4. a. av. 

5. ex. 



-Checks for feedback: 

1 . question 

2. repeat 

3. denx)nstr 

4. starts las 
5> none (wb) 

CMIdren's Comprehension: 

1. 0^ ^ 

2. 2555 

3. 5056 
A, 75^ 

5. 100? 

6. Can*t rate. 



NEW WORDS: 1 


2 


3 ^ 


4 


5 


6 


7 


a 


9 


10 


1 . beg I n 






















during 






















2. give 






















child 






















>^ phonic 






















context 






















both 






















' neither 






















1 . Chora I 










■1—11 












'Indfv,* 






















?. all 






















seme 























Teacher 



School 



Group 



Oa4e 



TtTrn-lme 



Stop Time 



No. Kn5§rp^p 



Cod 



CHORAL: 

GP. CALL OUTS 

QUESTIONS^ ' 
ri. Rhet ' 

2. Ans.Own 

3. Series 

4. Other 



, ( note ) 
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l,8lo\*, no WB 

3»DrUl 

A. Hew reading 

5. Rereading 



"Teacher out: * 
1* Byd' 

2. ■ B yd 

3. Byd 



Child behaviorjs: « ' 
l^Callout unaccepted. 
a.CcUout accepted 
3.1ndiv Inapp 
A«soclal 

5»prlvace disturb. 
6,posCure . / 
y^Tnaterl^l^ ' , 



9-. other In-group 
lO.pralacvDvthy 
OUT-0?-G?,QUP 
*''^.C init brle^ 

12. C Inlt long 

13. T inlt brief 
"* lA.t InLt iong 



KfE S P 0 N S E 



0*P P 0 R T U N I T I E S 



siiaviorAl 

,C 0 K T T S 




